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ABSTRACT
BRIDGING CULTURES: MULTICULTURALISM, SOCIAL INTEGRATION,
INTERGROUP RELATIONS AND EDUCATION IN THE CANADIAN CONTEXT

SEPTEMBER 1994

DAWN GORDON-POPATIA, B.A., UNIVERSITY OF GUELPH
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Jerry Willet

Multiculturalism and a committment to an ideology of cultural pluralism has been
both a high profile and contentious government policy since its origin in Canada in the
early seventies. Multiculturalism has also influenced educational practices and opened the
way for multicultural and race relations education. With continuing high immigration,
successfully meeting the challenges of cultural pluralism in society and education, and
gaining support for its commitments from the public, is increasingly important
This study examines these challenges by considering the ideals, strengths,
weaknesses, evolution and misconceptions of a philosophy of multiculturalism with
emphasis upon educational implications. Three fundamental elements of multiculturalism
are considered: ethnic identity, social integration and intergroup relations. This research
contributes to the literature by providing a qualitative component focusing upon the
experiences and perceptions of immigrant youth who are experiencing social integration
into the Canadian multicultural society.
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The above themes are examined through the relevant literature and an exploratory
study. Group discussions were held with adolescents, mostly immigrants, in homogeneous
or similar ethnic/cultural groups-Latin Americans, Chinese, Vietnamese and South
Asians. The conversations focused upon ethnic identity development, acculturation,
intergroup relations and the youths' perspectives on North American culture and
multiculturalism-particularly in the context of secondary schools in Vancouver. Three of
the groups were held in the mother tongue.
The themes are discussed by respective ethnic/cultural groups and comparisons
and commonalties between the groups are explored. The interviews emphasize the
development of "new ethnicities" as the youths engage in "cross-cultural analysis" and
accommodate their new environment without forfeiting their ethnic identities.
The latter part of the study exposes misconceptions around multiculturalism and,
supported by the findings from both the literature and the interviews, illustrates both the
evolution and potential of multiculturalism as an approach to managing cultural diversity.
The final section examines the implications of the findings for schooling in a culturally
pluralistic society. Although the study is set in the Canadian context, it has applicability
for various culturally diverse nations concerned with social integration, intergroup
relations and their educational implications.
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INTRODUCTION

The impetus for this project arose from experience as the Race Relations
Consultant for the Vancouver School Board in 1990-1991. In this position I was faced
with the challenge of helping schools promote inter-racial/inter-ethnic understanding
through teacher and student programs, responding to racial incidents, and generally
assisting in the implementation of the Vancouver School Board Race Relations Policy.
As I was not very familiar with the multicultural climate and issues in Canada,
particularly in the West, and finding that the goals, ideals and conception of "race
relations" in schools were somewhat equivocal, this opportunity evoked various questions.
My work thus sparked an interest in grappling with Canada's conception, policy and
practice of multiculturalism, and the controversies surrounding it. Moreover, I wished to
gain a greater understanding of the "race relations" and adaptation experiences of
immigrants, particularly visible minority youths, in an urban center like Vancouver.
This study responds to these interests by being based within two general
interrelated inquiries: 1) what, amidst all the contradictions, dilemmas and controversies,
are fundamental aims and purposes of multicultural policies in Canada and their
significance for education? and, 2) what are the strengths, weaknesses and priorities of
these policies, especially related to education, with consideration of the experiences and
perspectives of various groups of minority youths?
Though questions around multiculturalism have been widely debated in the
scholarly literature, this research seeks to enrich these discussions by approaching the
issues of inter-cultural interactions/conflict and social integration from the perspectives
and experiences of different minority groups. A recent report on the economic and social
impact of immigration, New Faces in The Crowd, points to the significance of these types
of dialogues as it stresses:
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...up to date information is lacking on the attitudes of both immigrants and
Canadians to each other and towards the policy of multiculturalism. Such
information is very important for managing the integration process successfully"
(Economic Council of Canada, 1991, p. 37).
The focus on the perspective of minority groups will, for the most part, be with
new immigrants to Canada. While interacting with students and staff in the schools, it
became clear that immigrant students were concerned not only with English as a second
language but also with their additional needs related to cultural transition and achieving
positive intergroup relations-these factors also invoked special challenges for the
educators.
This project, therefore, hopes to add to discussions and questions of Canadian
multiculturalism, race relations and social integration of minorities (and conceptions of
policies), by listening to the seldom heard perspectives of immigrant youths. It is a
qualitative exploratory study that, through group discussions, records the perceptions and
experiences of adolescents from four different immigrant groups.
A number of studies may alert us to the fact there are still problems in intergroup
relations (e.g., Vancouver School Board* 1989), and that youths undergoing migration
face adaptation issues including certain stresses (e.g., Canadian Task Force on Mental
Health Issues Affecting Immigrants and Refuggees, 1988). The proposed qualitative
interviewing furthers these findings by a closer examinati
on of the intergroup dynamics underlying these tensions and examining the youths'
perspectives regarding their own cultural transition.
Theoretical questions and issues are also considered within the study. Terms such
as "acculturation" , "adaptation," "integration," "accommodation," and "race relations,"
which are used to define the ideals and goals of policies concerning cultural diversity and
inter-cultural interaction, are often not clearly defined. This problem also applies to terms
popularly employed in wider debates such as "culture," "ethnicity" and "ethnic identity."
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Through the youths' dialogues, and through a discussion of the theoretical literature, this
project seeks to explore the dynamic and situational nature of these concepts within postindustrial pluralistic societies today.
The study is organized into five chapters. Chapter one, "Background and
Methodology," sets the context, outlining the purpose of the study, and sketching the
rationale, assumptions, methodology and research experience. The remaining four
chapters are divided by theme. A discussion of the literature precedes the students'
dialogues in each area of focus.
As the foundation of discussions on intercultural policies and practices involve
issues of ethnicity and ethnic identity, this topic is explored primarily in chapter two,
"Ethnicity and Identity." This chapter explores the concepts of ethnicity and focuses
upon the minority students' evolving sense of identity and their development of "new
ethnicities" in the Canadian context The third chapter, "New Beginnings-Cultural
Integration, Adaptation, and Acculturation," examines cultural integration, adaptation and
acculturation. By identifying the youths' tendency to critically reflect upon both their own
cultural community and the North American context, this section further elucidates the
process of developing "new ethnicities." Chapter four, "Towards Multiculturalism—
Conflict and Harmony," examines inter-group relations and conflict and explores the
evolution and practice of multiculturalism in Canada. Through the interviews the students
explore their experiences of discrimination and exclusion, and in some cases they examine
their own attitudes towards other ethnic groups and the ideology of multiculturalism. The
final chapter, "The Multicultural Challenge," reconsiders the goals and priorities of
multiculturalism-particularly in relation to education-in light of the prior discussions on
ethnicity, social integration, racism and cross-cultural relations.
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CHAPTER 1

BACKGROUND AND METHODOLOGY

Setting the Context

Multiculturalism and Schooling

Canada has evolved as an immigrant nation since the colonization of the First
Nations’ People. The country's culturally diverse fabric dates back even to pre-colonial
times as the indigenous people were made up of many different cultural and linguistic
groups. Features of Canadian society such as English and French dual colonial settlement,
ethnically diverse migration patterns, and official multicultural and bilingual policies have
insured that cultural pluralism and ethnicity have played a central part in the nation's
social, political and economic development (Hiller, 1990).1
The significance of cultural pluralism persists today. The First Nations People are
finally being acknowledged as partners in defining their destiny through constitutional
talks and ideas regarding sovereignty. Quebec is still negotiating for recognition as a
distinct society. Higher immigration, especially to large urban centers such as Vancouver,
is keeping alive the salience of ethnicity and questions of adaptation and accommodation
of "New Canadians." Concerns about race relations and the question of a "Canadian
Identity," in the midst of a sea of diversity, is an ongoing preoccupation.

1. The bilingual and multicultural policies were introduced by the early seventies (see chapter 4).

With increased immigration, large cities such as Vancouver are struggling to
accommodate cultural diversity and to promote social integration; and institutions such as
schools are coming to terms with the impact of diversity and integration on their
operations. With over fifty percent of Vancouver school children having a mother tongue
other
than English, teachers are finding themselves in a challenging and changing social
context.2
Educators' workdays are woven with experiences of grappling to adapt their
knowledge and skills to the needs of a diverse school population. For the many new
immigrant students, school experiences are filled not only with efforts to acquire academic
competence, often in a foreign tongue, but with the task of transition from one culture to
another, and managing social relations in the Canadian multicultural context
Vancouver has a long history of immigration, including the arrival of various Asian
groups since the Eighteen Hundreds. However, the percentage of those who are labeled
"visible minorities" and newcomers from non-European countries is higher in the Nineties
then at any time in Canada's history. Thus, although heterogeneous classrooms are not
new to Vancouver, or to other large urban areas in Canada, what is more pervasive today
is the greater number of students arriving from Asia, Latin America and Africa rather than
from Europe. The significance of this is that members of these groups have a likelihood of
greater "social distance" from the majority group which has implications for their
experiences with both social integration and intergroup relations.
The concept of "social distance" has been used to refer to the cultural proximity of
one ethnic group to another (Simmel, 1950 in Boucher, 1982). The further the "social
distance"--difference of norms and values of a culture to the larger society~the greater the

2. Figures from Vancouver School Board, 1993.

5

challenge of adaptation and reconciling the home culture with that of the larger society
and of establishing satisfactory interpersonal and intergroup relations.3
The educational system is facing these issues and concerns endemic to
heterogeneous classrooms with increasing urgency. To promote smooth adjustment of
youths who are experiencing cultural transition, schools, as the major socializing agencies
of our society, are having to consider not only the teaching of English as a second
language but also the dynamics of acculturation and social relations.4

Concerns and Implications of Policy Directives tor Canadian
Multlculturallsm

The dynamics of integration of minorities and ethnic/cultural relations have not
only been a major preoccupation of the schools, but of the nation as well. Commissions
such as the Citizens Forum on Canada's Future (Spicer, 1991), Shaping Canada's Future
Together (Minister of Suppy & Services, 1991) and The Social and Economic Impact of
Immigration (Economic Council of Canada, 1991) highlight the fact that social integration
and "bridging cultures" has become an important theme in nation building.5 With public
concern about government approaches to multiculturalism, there has been renewed
deliberation on policy directions and practice toward cultural pluralism.

3. In addition to ethnic/cultural background socio-economic background, whether the newcomer is from
an urban or rural background is also significant to the youths' adaptation.

4. Native youths in the cities are still struggling with reaffirming their cultural roots at the same time as
succeeding in the mainstream educational system. Students who enter the Vancouver schools from various
Native communities arc also facing distinct challenges of social integration in the midst of ongoing
discrimination. The limitations of this study docs not enable it to include this important group in the
research. Interested readers may refer to various studies on Native students and education (e.g Mckasill et
al, 1992).
5. As well as the preoccupation with finding a solution to recognition of the cultural distinctiveness and
rights of both Quebec and the First Nations people.
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As Canada moves toward an increasingly culturally diverse populace, possible
controversies around multiculturalism become sharpened. Designing humanitarian and
economic immigration policies, providing freedom and rights of cultural expression,
encouraging social integration and full participation of minorities, and addressing a desire
for an affirmation of Canadian core values and a Canadian identity are various contending
forces facing the government
Since 1971 with Trudeau's landmark "Multicultural Policy," a path of
"integration," rather than "assimilation" has been ostensibly pursued in Canada.
Multiculturalism has had a high profile in the socio/political life of the nation such that it
has striven to become an integral part of the definition of what is "Canadian." The
Canadian Multicultural Policy espouses a philosophy of cultural pluralism which claims to
endorse an ideology that successful social integration of minorities implies accommodation
not only from the newcomer, but from the people and institutions of the dominant society.
Although the terms "assimilation" and "integration" may sometimes be used
interchangeably, in the Canadian context the term "integration" is promoted as clearly
distinct. A government report on the mental health of immigrants and refugees claims:

Government policies which foster integration and pluralism, and public support for
cultural and racial diversity, allows newcomers to participate in the larger society
without having to give up their historical and cultural identities (Canadian Task
Force on Mental Health Issues Affecting Immigrants and Refuggees, 1988, p. 98).

Multiculturalism was reaffirmed in the 1988 Federal Multiculturalism Act. In the
last few years, however, government programs, and the "multicultural assumption" itself—
which suggests that the encouragement of ethnic identity retention and culture sharing
would lead to social harmony and a Canadian identity in pluralism-have become
increasingly prone to public criticism. Government commissions and a spate of popular
books such as Mosaic Madness (Bibby, 1990) or The Trouble with Canada (Gairdner,
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1990) affirm a social climate of skepticism and criticism of the multicultural policy and
programs and a public zest to affirm a Canadian identity.6 As the later discussion on
multiculturalism will affirm, criticisms of multiculturalism have come from both radical and
conservative sectors.
Despite questioning of government initiatives, ethnic awareness and the politics of
multiculturalism are unlikely to cease as a preoccupation in Canadian society. The
complexity of balancing the rights of individual cultural expression and structural
inclusion, juxtaposed with the desire for national identity, unity and social cohesion, will
no doubt persist as louder themes for negotiation as the socio/political life of the nation
continues to take shape.

The Nature and Purpose of the Study

In a report of immigrant minority students in Europe the authors stressed, "in
order to gain a better insight into the dynamics and complex processes of the socialization
and development of children and of the effects of intervention and schooling, research
projects of a more qualitative kind are called for..." (Eldering, 1989, p. 133). Qualitative
studies on immigrant students in schools are beginning to emerge from the United States,
Australia, Western Europe, and, to a lesser extent from Canada.
Though there is an increase in ethnographies on acculturation of youth (e.g.,
Gibson 1988; Trueba et al, 1990), there is still limited documentation of youths'
perspectives about such issues as identity, cultural transition, intergroup relations, and
multiculturalism, especially from the Canadian perspective.

6. The Spicer Commission reports: While Canadians accept and value Canada's cultural diversity, they
do not value many of the activities of the multicultural program of the federal government. These are seen
as expensive and divisive in that they remind Canadians of their different origins rather than their shared
symbols, society and future (Spicer commission report, 1991, p. 128).
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This qualitative research project aims to contribute the experiences and
perspectives of minority youths to the existent literature. Engaging students in an
exploration of their social and psychological perceptions, experiences and concerns in an
in-depth and informal manner can hopefully contribute to understanding the complex
dynamics of cultural transition, inter-group interaction and social integration.
Group discussions were held with adolescents divided into homogeneous or similar
ethnic/cultural groups (Latin Americans, Chinese, Vietnamese, South Asian). In three out
of four of the groups the meetings were held in the mother tongue. The conversations
focused upon their experiences and perspectives of ethnic identity development,
acculturation, inter-group relations and Canadian culture and multiculturalism, particularly
in the setting of secondary schools in Vancouver. As particular concerns and patterns of
responses emerged in each specific group, the conversations will be discussed by
respective ethnic/cultural groups. Comparisons and common themes between the groups
will be explored
The study is also set within the broader context of contemporary national concerns
about an evolving multicultural society and ongoing questioning of Canada's ideology and
approach toward cultural diversity. The students' discussions of ethnic identity, cultural
transition and intergroup relations, as well as some of their ideas about and perceptions of
"Canadian culture" and "multiculturalism," are linked to theoretical discussions on these
themes and a reconsideration and affirmation of goals and priorities for race
relations/multicultural educational programs.
The students who participated in the study were at once informants, and
philosophers and social critics. The youth were informants since some of the discussions
focused on capturing their concrete experiences of inter-group relations and everyday
practice of culture. They were philosophers and social critics as they reflected upon
personal questions of ethnicity, values, multiculturalism and social and cultural life.
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The reason for meeting the groups separately was not to essentialize about the
experiences of a particular group, but rather to allow the youths to express both
experiences and sentiments of racism and adaptation in their mother tongue and in more
comfortable homogeneous groupings.
A small sample does not represent a comprehensive perspective of any particular
group. Hopefully, though, it may involve the reader in the hearts, minds and experiences
of adolescents trying to succeed at school at the same time as experiencing identity
development and acculturation. The research took a phenomenological approach to
reflect the experiences of the students as they perceived them.
The education and socialization of youths is ultimately a collaboration between
school, home and community. Community groups which are involved in facilitating the
adaptation and in promoting opportunities for various ethnic/cultural groups may also
benefit from hearing the voices and concerns of the young.

Themes and issues

The following is an outline of the inter-related themes that were explored during
the group meetings which will be discussed in this study. Included in this outline are some
basic underlying hypotheses that shaped this project and which were substantiated in the
research.

Ethnic Identity. The study explores the students' evolving sense of "ethnic
identity" within the Canadian context. This project illustrates how an immigrant
individual's ethnic and cultural background is an integral part of his/her identity and sense
of self. It explores how the adaptation process involves individuals' accommodation to a
new culture as their ethnic identities evolve and take new shapes.
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Various critics concerned with the implementation of a philosophy of
multiculturalism have contended that supporting cultural pluralism encourages "cultural
retention" rather than integration. This study argues and illustrates that, especially when
socialization has occurred within another cultural community, cultural background and
ethnic identity will always serve, to some degree, to define the minority person's
perspective, behavior and affiliation. It could further be suggested that this would be true
whatever the social climate towards cultural pluralism. Whether a country has propagated
a "melting pot" or a "cultural mosaic" ideology, the potency of immigrant individuals'
ethnic identity and affiliation has been evident In light of this situation it appears that the
criticism that an ideology of multiculturalism promotes "cultural maintenance" rather than
"cultural integration" is unfounded (discussed in detail in chapter five).
Furthermore, this discussion in ethnicity also raises the issue of "new ethnicities."
Cultures that come into contact are never "maintained." As was recognized by
Malinowski, culture contact means that neither is the original culture maintained nor is the
host culture reproduced; rather, for immigrants there is a third cultural reality
(Malinowski ,1960). As these interviews will show, the adaptation process involves a type
of cultural evolution where individuals critically select those values, beliefs and
perspectives that are accommodating to their new situations. As Moodley suggests:

The cultural baggage of immigrants is continually examined for what is useful and
meaningful in the new society and some aspects are discarded as being culturespecific to another place and time. The outcome of this process amounts to a new
ethnicity that has little in common with the reified notion that official
multiculturalism intends to preserve; nor is it identical with melting into a
dominant mainstream (1986, p. 69).

Cultural Integration and Acculturation. Ethnic identities and cultural values,
behaviors and perspectives evolve as immigrant individuals adapt and acculturate to the
host country. The section on cultural integration and acculturation (chapter 3) further
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illustrates the process of developing "new ethnicities" as youths critically examine both
their own cultural community and that of North America. It also explores ideas about the
process of acculturation, such as issues of intergenerational conflict, pressures which arise
from being a part of two cultures, and attempts to reconcile different role expectations—
e.g., that of gender.
Studies on acculturation and adaptation of minority youths have suggested both
sources of acculturative stress-intergenerational conflict, marginality, etc., (e.g., Cropley,
1983) and possible positive developments of a "bicultural" identity and adaptive responses
of "accommodation without assimilation" (Gibson, 1988).
The discussions in the study explored minority youths' experiences of adaptation,
identifying both the problems and prospects. The project stresses both the recent
literature, and the students' discussions that illustrate the potential for critical cultural
analysis. The study thus questions past assumptions that biculturalism leads to
ambivalence and conflict and highlights the positive cultural evolution and strengths of the
immigrant youths.
The study also conveys the youths' interpretation of the dominant culture and
values in the North American setting and their general perceptions of Canadian society.7
Part of adapting to a new environment is becoming aware of the cultural assumptions,
behavior patterns, norms, values and expectations of the host country.
In some of the groups youths also shared their expectations concerning their
future. These discussions included both their aspirations and any obstacles they felt due to
their cultural/ethnic background.

7. Deliberation about the nature of Canadian society is not restricted to immigrants. Hiller affirms the
ambivalence in general as he states: "It is therefore, by no means certain that there is really such a thing
as Canadian society. Docs the strength of the various sub-societies in Canada preclude any meaningful
discussion about Canadian society as a whole? Do differences in the resident population overwhelm
whatever may be held in common? (1991, p. 2).
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The Youths* Experiences and Perceptions of Intergroup Relationships and
Discrimination and Attitudes Towards Multiculturalism. In all the groups, the youths
explored their experiences of inclusion within or exclusion by other ethnic/cultural groups.
The students discussed their experiences and feelings concerning facing stereotyping and
prejudice and in general conveyed how they felt society and the school responded to
cultural diversity and reflected the ideals of cultural pluralism.
The study also explored the youths' own perceptions and attitudes toward other
ethnic groups and in some cases elicited their understanding and perspectives regarding
the ideology of multiculturalism. Acculturation to urban North American society today
does not only mean adjustment to an Anglo or Francophone context. Most often it
implies adaptation to a pluralistic community. The type of culturally diverse society and
schools the youths entered is new for many of them. This unfamiliarity creates new
challenges not only in terms of facing their situation as minorities but also in some cases
becoming accustomed and adjusting to a society that professes to nurture and celebrate
diversity.
Racism appears to be a blanket term that identifies various different behaviors that
are exclusive and discriminatory. The study explores the youths' perceptions of
discriminatory and exclusive behaviors which includes the element of friendship selection
and social interaction. The conclusion identifies different types of "racisms" and considers
priorities and directives for multicultural race relations education programs.

Limitations. The topics of ethnic identity, cultural adaptation, multiculturalism
and intergroup relations are broad themes. Inevitably a small study has a selective sample.
In this case the sample involved four minority groups and focuses on new immigrants
rather than second or third generation immigrants.
There are many important issues related to these complex themes. Questions of
ethnicity and identity are undoubtedly influenced by the amount of time an individual has
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lived in a particular nation, in this case Canada, and interesting variations could be
acknowledged if studied longitudinally and for subsequent generation minorities.8
The relationship between the new immigrants and their second generation
compatriots as well as the influence of a particular group’s history in the nation on the
newcomers' experiences are also important phenomena to explore. Although alluded to in
the discussion, and through students' expressions, these phenomena will not be examined
in depth. Though the study will explore intergroup relations, it will not include new
interviews with the dominant Euro-Canadian groups.9
The scope of this exploratory study is limited to the experiences and insights of
between eight to twelve members each of four groups of non-European recent immigrants
(refugees and non-refugees).10 Though the significance of the youths being refugees or
voluntary immigrants is noted, the study does not examine in depth the experiences of the
refugee situation and its impact upon adjustment The feelings about being in Canada and
leaving the homeland will be considered rather than the socio/psychological drama of
exile. In this type of qualitative study, the impact of variables such as gender, class or past
social experience may be observed in terms of possibly identifying patterns rather than
determining causal links to behavior and attitudes.
In general the discussions on ethnic identity, social integration, intergroup relations
are exploratory discourses. Though connections between variables may be observed, the
study does not propose to prove any predetermined hypotheses as may be the case in more
quantitative research.

8. In fact, researchers such as Cropley (1983) suggest that in England the issue of identity has been of
more serious concern for second or third generation students than for first generation
9. Although reference will be made to other studies.
10. The Indo-Canadian group included a few youths bom in Canada. See appendix on participating
sample.
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Assumptions of the Study. This study is based on various assumptions. A
theoretical assumption underlying the study is the value of phenomenological interviews
and youths' narratives and discussions for increasing understanding of cultural adaptation
and inter-group relations. Another assumption is that despite disparate cultural
backgrounds, the various groups share some common experience by virtue of the fact of
facing cultural transition to urban Canadian multicultural society.11 This factor includes a
vulnerability to prejudice and discrimination.
Any research project assumes underlying ideologies. These ideological
perspectives will be discussed throughout the project. However, a few basic premises may
be laid out. The term "cultural deprivation" or "cultural deficiency" are concepts
employed in educational research and practice which, in the past, have constructed a
"problem" definition that contends that minorities' educational difficulties are due to
deficiencies in their cultural background. Although the terms were most often applied to
"subordinated" minorities, the implicit ideology that differences from "mainstream"
students are deficiencies has also influenced perspectives toward immigrant youths.12
It can be conceded that certain cultural beliefs and practices may prove to be
disadvantageous in the North American school system. However, the basic ideology of
those who advocate multicultural education is that of cultural pluralism. The premises of
cultural pluralism have implications at both the micro and the macro level. At the micro
level the promise rejects the notion of "cultural deficiency" replacing it with the concept of
"cultural difference," and proposing a notion of "accommodation." The concept of
accommodation implies not only that minorities adapt to the larger society, but that
mainstream institutions, i.e. schools also accommodate the minority student. This

11. In the case of the South Asians there were a few youth bom in Canada and the cultural adaptation
was from the home culture to the wider society.
12. Ogbu (1978) used the term "subordinated minorities" to suggest those groups with a more "caste like"
status subordinated within the North American society such as Afro-Americans and Native peoples.
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position also supports such measures as "culturally responsive education" and challenges
institutional practices and structures that may be discriminatory.
At the macro-level this perspective advocates "integration" rather than
"assimilation" into society. Integration in an evolving pluralistic society, based on
democratic principles and human rights, involves a dynamic view of culture and creative
discourse between minority and majority groups.
The various contradictions and dilemmas in this position will be discussed in the
study. Lynch's clearly defined goals and objectives of a culturally diverse society may be
used as a starting point for further discussion. These include: the enhancement of cultural
diversity and not solely the maintenance of existing cultures; the accomplishment of
equality of educational opportunity for all regardless of race, creed, sex, ethnic
background, class, etc.; and the transmission of a sense of shared values, rights and access
to both political power and economic satisfaction (1989a, p. 10).13 The multicultural
perspective condoned is inclusive of an anti-racist stance.
The approach to understanding the complex topic of intercultural conflict is not
cloaked in a particular theoretical position. At this point suffice it to say that strengths and
weaknesses of different theoretical approaches will be briefly explored.

In a sense, in the

spirit of post-structuralism, the youths' dialogues will be explored as a type of discourse
analysis. Pitfalls of various forms of "cultural and ethnic essentialism" or "reductionism"
will be considered.
The study will also underscore the dynamic and socially constructed nature of
concepts such as "ethnicity," "culture" and "race" and the importance of context as
suggested in the following quote by Donald and Rattansi:

13. Thus multiculturalism supports people keeping a sense of cultural identity ("integration" rather than
"assimilation") whilst recognizing that cultures in contact are inevitably modified "forming "new
ethnicities"— to be further explored in section on multiculturalism.
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The rethinking of culture in the light of theoretical advances and political
experience over recent years undermines the claims and comforts of community
understood in terms of normative identity and tradition, whether that of nation,
religion, ethnicity or the " black experience." It emphasizes the contingency of any
instituted cultural authority. It insists that "race" and identity are inherently
contestable social and political categories: that is why it calls into question
multicultural and anti-racist paradigms, as well as the logic of assimilation (1992,
p. 5).

The discussions may also reveal what Rattansi identifies as the necessity of: "An
appreciation of contradiction, ambivalence and context, combined with a sensitivity to the
variability of discourses..." (1992, p. 27).

Terms. Given the sensitivity of issues of race and ethnicity, finding appropriate
terms acceptable to different groups is not without problems. The following terms will be
employed. As those entering as refugees also become immigrants, the generic term
"immigrant" unless otherwise distinguished will include refugees. "Visible minority" may

be used to refer to non-European students, when the status of being "non western" or
"non Caucasian" is to be explored. "Cultural shift" or "cultural transition" will refer to the
experience of entering a new cultural milieu.
"Acculturation and accommodation" will be employed to suggest a complex inter¬
actional process deriving from cultural contact which involves ongoing change, at the
personal and group level towards acceptance of both one's own culture and another group
(Padilla, 1980; Berry, 1980). Acculturation from an anthropological perspective has, in
the past, implied a type of assimilative model-in a relationship of cultural hegemony of a
dominant toward a subordinate culture. In the spirit of cultural pluralism, however,
"acculturation" will be discussed in terms of "mutual accommodation," adjustment and
cultural evolution. Issues around acculturation, "mutual accommodation" and cultural
hegemony will be discussed in the study.
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The term "Ethnic group" will be critiqued but generally will be used to refer to
those linked by an ethnic identity. The term ethnic identity usually refers to the feelings of
alliance, in some sense, to a particular group. The various interpretations and issues
around the concept will be discussed in the study. The study will also use the term
ethnic/cultural group.
"Intergroup relations" will be employed as will the term "race relations." Both
terms will include examinations of prejudice and discrimination. The study will include a
discussion on different types of "racisms."

Research Design
Listening and learning must form the basis for cross-cultural work...Not only the
basis for educational development, dialogue should serve as the ground work for
research as well. The people and the academics must work together in data
gathering, in analyzing data and ultimately in building theory (Haig-Brown 1991,
p. 162).

This research is an exploratory qualitative study with data derived from group
discussions. The research involved a participatory process of working with groups of
adolescents from four different ethnic/cultural backgrounds. Each group was composed
of youth from a single or similar ethnic/cultural group and on occasions was divided by
gender. Prior studies (i.e., pretests) indicated that students would be more forthcoming
and less anxious in more homogeneous ethnic/cultural groups. This also enabled
participation to take place in the mother tongue.
As feminist research suggests, ..."women have different social experiences of the
world than do men, therefore, they see the world differently (Farganis, 1987). Thus,
single gender groups are important at times to capture the distinct experiences of both
females and males. Moreover, the girls may more readily discuss sensitive issues of
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gender relations in female only groups. Furthermore, as research in gender interaction
suggests, women’s voices may be more silenced where dynamics between the genders can
imply male dominance of discussions (e.g., Walkerdine, 1985).

Rationale for Methodology. In proposing a more reflective social science,
research may be looked at as a form of social interaction in which the researcher converses
with, and learns about the phenomena in which he or she is interested (Morgan, 1983). In
choosing qualitative research the mode of social interaction involves the participants in
discovering and sharing their subjective meaning, and thus also shaping the development
of the interpretation of the phenomena in question.
Implicit in such a research approach is an ontological position and underlying
assumptions concerning a value of knowledge that, as Jones describes, is

...grounded in the everyday, common-sense world, and in the constructions and
explanations members of that world use to describe their reality and actions. This
demands an epistemological position that is interpretive as opposed to normative
and attentive not to determining causality but to elucidating meaning" (Jones,
1983, p. 149-150).

The group meetings are a qualitative approach to social analysis which resemble a
life history methodology, and phenomenological in-depth interviews. This research
methodology provides the tool which enables the researcher to inquire into, and to analyze
individuals' subjective experience and their constructions of the social world (Jones, 1983;
Morgan, 1983). As Seidman suggests, "at the root of in-depth interviewing is an interest
in understanding the experience of other people and the meaning they make of the
experience" (Seidman, 1991, p. 3).
The group meeting design of the study was not devised to test hypotheses.
Neither is the goal of the research to build upon or illustrate general educational or social
science theories. The goal is to elicit experiences as perceived by the participants
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(Seidman, 1991). Although themes were presented by the facilitators for discussion, they
were shaped by the experiences and direction imposed by the participants.
The choice and appropriateness of a research methodology depends upon the
researcher's philosophy and ontological beliefs, and on the nature of the topic under
discern (Morgan, 1987). If a researcher is concerned with what the experiences of a
group are in a particular context, and what these mean to a group of participants, then
interviewing can be a preferable type of inquiry (Seidman, 1991).
The topics of acculturation, identity development and inter-group relations have
been studied in a number of research formats. It is possible to undertake various types of
quantitative survey research in these areas. However, the questions chosen for this study
concern the interpretation and subjective experiences of the participants. Gamering these
experiences and the meanings individuals attach to them, requires direct interaction in a
more informal setting where in depth reflection and sharing of experience can take place.
Moreover, prior studies of different ethnic/cultural groups in schools have recommended
qualitative research as being better able to gain a comprehensive insight into the dynamics
and the complex processes of the socialization and development of minority youths (e.g.,
Eldering, 1989; McClaren ,1991).
This research methodology is also in alliance with my beliefs and philosophy
concerning a reflexive and participatory social science. The study supports the belief that
meaning that is explained through accounts of participants' subjective experience and
perspective is a significant form of knowledge. The appeal of the phenomenological
approach is in the idea of reconstructing the social world according to the subjective
meaning and interpretation given by the participants.
The focus is upon gaining an "insider's view" as he/she reconstructs the reality of
the experiences and phenomena in question. Qualitative research thus relies upon people’s
words and their expressions of their experiences as the primary data, puts value on
participant's perspectives, and views inquiry as an interactive process between researcher

20

and participant, (Marshall & Rossman, 1989, p. 10-11). The participants are more actors
and subjects of the focus of inquiry rather than objects of a study controlled by the
researcher.
This epistemological stance can be contrasted to the more normative and positivist
approach which perceives social phenomena and human beings as objects responsive to
mechanistic laws and patterns. A normative style of inquiry, studying phenomena from
’’without," is inclined to impose form and control upon the research and to view the
"researched" as objects upon which relationships of a hypothetical kind may be tested
(Jones, 1983).
Although qualitative research is of a descriptive nature, of central importance is
reflection about the interaction between the meaning imposed by the participants, and the
implicit or explicit theories brought to the research situation. As Jones acknowledges:

In this regard, the methodology struggles to find a balance between the theory in
the real world and the theory in the researcher's head, the research material
modifying and developing the theory, and the theory interpreting, condensing, and
transforming the themes that emerge from the material (1983, p. 152).

The question of an individuals' experiences and how the meanings an individual
gives to the experiences contribute to the enrichment of social theories, and how the
specific can apply to the general, is a query often put to qualitative researchers.
Qualitative research tends to be exploratory, including both illustration and interpretation.
Some theorists like Erickson (1986) are optimistic about the process of generalization as
individuals' meanings become pieces with which to build new theories.

Group Interviewing. Although this proposed research is based in the theory and
assumptions of phenomenological interviewing, it nevertheless deviates from this method
by the fact of the group process. Group meetings contain an additional element of the
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interaction between participants as well as the dynamics between the researcher, the
facilitator(s) and the participants.
The appeal of the group process was due to several reasons:
a) it was an opportunity to hear the voices of a greater number of youths;
b) the dynamics of a group involves individuals building upon each others' ideas
which has the potential of adding to the richness and significance of the data
(providing there is a good facilitator);
c) it is suggested that adolescent youths, and perhaps especially those who are
still feeling their way in the dominant culture and language, may have a certain
amount of self-consciousness on a one-to-one level. Support of peers may
help to break the barriers of timidity;
d) a group methodology can accommodate some of the various cultures in the
study that may be less individualistic in orientation and feel more comfortable
in a collaborative situation. All the groups appeared to feel comfortable in co¬
operative discussions.
Finally, the group process itself can be an empowering and beneficial experience
for the participants. Prior meetings with students about some of the issues of the study
indicated that it was generally a positive and empowering experience for the youth to have
the chance to share experiences, to express feelings, and to gain reassurance from
recognition that there were others undergoing the same uncertainties. As the discussion
will illustrate, the group sessions did achieve the anticipated impact
Researchers have had reservations that in depth interviewing can serve as an
exploitative relationship-using individuals' time and personal stories to fulfill one's own
goals. Hopefully the group process succeeded in being both an educational and social
experience which was rewarding for the students (and co-operating facilitators) and thus

22

helped to minimize a reluctance to employ the participants.14 Moreover, though this
research does not claim to be action research-leading to some direct activity-it was
hoped that through the youths' expressions of their concerns and needs, and the bringing
together of the groups, some positive outcome would arise. Some ramifications of the
research are discussed in the conclusion.

Procedure

The first task in a qualitative research project is to obtain willing participants. I
had two avenues through which to select minority youths for participation-the schools or
the community neighborhood youth clubs. I decided on the latter for a number of reasons.
Firstly, access was much easier without the lengthy procedure of acquiring permission
from several levels of school administration. Secondly, the project was planned to
continue over the summer months. The students also had more available time once the
school year was completed. Thirdly, another important factor was the co-operation and
enthusiasm of the youth leaders in the community centers. These youth workers seemed
to feel that the themes of social integration and intergroup relations were areas that both
the youths and the participating facilitators could benefit from discussing. The only
exception to the community clubs was the South Asian group which I met in the schools.
The South Asian youths did not generally participate in the local neighborhood house.
Generally, the groups were selected and facilitated along similar grounds.
However, there was accommodation to the context and needs of the particular
community clubs and ethnic/cultural group. In all the groups, the neighborhood house
youth leader selected the students, with my consultation and suggested the most

14. I tried to enhance the activity to be a positive expcricnce-for instance, providing refreshments, giving
students a chance to learn and try out the video recording for themselves, etc. There were also social
activities such as a multicultural potluck dinner at the end of the project.
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appropriate times for the meetings. For the most case the participants were those who
regularly chose to participate in activities in the club. The meetings became one more
event in their schedule of activities. Thus, the students were not specifically selected but
represented a range of secondary youths who were regular participants in the local
community club (see p. 29 "Participating Groups" and appendix A).
The goals and methodology of the process were discussed with the youth leaders—
who were of the same ethnic/cultural background as the youth-and who had volunteered
to be facilitators. From the outset the various facilitators took control of the project.
During the first meetings, in order to evoke the narrative mode and to encourage the
youths to start to think about and reflect upon their personal experiences, a video was
shown with individuals discussing multiculturalism/racism and immigrant adjustment,
and/or the group facilitators shared aspects of their own experiences of cultural transition.
These initial activities led into informal group discussions about the different themes. The
group sessions were audio and, in most cases, videotaped.
The plan was that each group of students would participate in two or more group
discussions of approximately ninety minutes each. Generally the meetings were to be held
within a week of each other and at a time convenient for the group. The ninety minute
time period allowed for exploration of a range of topics in an adequate depth. Both the
Chinese and Latin American groups met three times with a more informal /social fourth
meeting. It was only possible to meet with the South Asian and the Vietnamese group
twice. All sessions were at least ninety minutes; indeed, sessions sometimes went over
time.
It was also planned that the girls and boys groups would meet separately. This
was not possible with all the groups. With the Latin American group, the girls and boys
met separately for two meetings and together for two meetings. After the two separated
meetings both the students and the facilitator requested that they meet as a combined
group. The Chinese students also wanted to meet together. However, one week only
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girls turned up; thus it became a single gender group. The Vietnamese group also
requested being mixed. As the South Asians did not attend the youth clubs, I used an
ongoing South Asian girls' support group in a Secondary school to meet and find
participants. Thus, the South Asian group consisted exclusively of girls.
Although specific topics were designated to each meeting, there was flexibility to
follow the sentiment and connections the students made. Before each meeting the
facilitator and I went through the questionnaire/theme sheet. The purpose of this
orientation was to take the themes that I was interested in and, with the input of the
facilitator, to modify them to accommodate the particular situations of the group.
However, after this process, it was left up to the facilitator to decide how closely to keep
to the questions. Generally it was agreed what the themes we wished to cover for a
particular meeting. However, in the spirit of phenomenological research, the facilitators
enabled the conversations to follow the direction that the youths took them.
Generally, I was a quiet observer. Apart from the South Asian group where
English was used, the discussions were in the mother tongue. Afterwards when I went
through the tapes and videos with the facilitators, it became clear that the youth leaders
had, for the most part, clearly attempted to be non-judgmental participants sharing
experiences but not influencing the youths. Although the facilitators inevitably had an
impact upon the conversations (see further discussion in next section).

Research Issues

There were various considerations and tensions to be aware of in this particular
research methodology. One concern was that although the relationship between myself as
researcher and participant was not evaluative~I was not a teacher or evaluator of the
students~I was nevertheless an adult outsider whose presence could make an impact on
what was or was not said in the groups. This concern diminished with the groups which
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were conducted in the mother tongue. In these groups, as was previously stated, I played
more of a background role and it appeared the participants were more oblivious to my
presence. Even in the South Asian group the research evolved in such a way that I was
more of an observer while the community group member of the same background played
the role of primary facilitator.
The possibility of the facilitator inhibiting the youths participation was abated
partially by the fact that in each of the cases the facilitator was well-known and generally
liked by the youths. As the process evolved it became apparent that this familiar type of
non-hierarchical relationship with the facilitators helped the youths to feel comfortable. It
appeared they were not intimidated and were free to express their own opinions.
Another factor that was aimed for in discussions was a focus upon experience
rather than opinions. This point was brought to the attention of the facilitators. For the
most part the group leaders appeared competent in their attempts to sensitively encourage
the participants to express how they arrived at their opinions and perspectives.
The fact that the group leaders were members of the same ethnic/cultural group,
and already familiar with the students, helped them to establish a comfortable atmosphere
and to modify the questions to suit the groups. The facilitators seemed to have the ability
to encourage the youths to listen carefully and to build upon each other's points of view.
In all meetings there were some youths who were more eager to speak than others, but the
group leaders did try to avoid domination of the discussion by one or more individuals.
During the sessions and while watching the video during translations, I was able to
observe the dynamics of the groups. I generally met with the facilitator for at least a
partial translation prior to the next session to discuss any issues related to group
dynamics-e.g., how to encourage the quieter members to participate. For instance, this
factor was accommodated, at times, by the facilitator posing questions in such a way that
each participant was enabled to respond. Sensitivity to gender issues, e.g., the domination
of the group by male participants, and the uneasiness in discussing changing gender roles.
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was overcome by generally discussing these topics when the groups were divided by
gender. In the third meeting with the Latin American students, however, the girls
requested to discuss gender issues with the boys. They felt it was a topic they wished to
have a dialogue about together.
However, despite these measures to optimize comfortable student participation,
and to limit interference on the part of the interviewers, it is of central importance to
recognize the impact of the research situation on what gets said and reported. There are
several implications arising from the research context, including: i) the impact of the
group; ii) the biases and influence of the facilitators and ; iii) the issue of translations.
As eluded to earlier, it appeared that the youth did not feel they always had to
agree with either the facilitators or their peers. Yet it can not be denied that the group
situation — both the input of the facilitators and the youths' peers - plays a part in the
individual's response. Though clearly some of the youth appeared to be independent
thinkers, sometimes contradicting their peers, the group context and dynamics, the
consciousness of the audience, and the cues that their peers provided undoubtedly had an
impact on what got said. As post-modernist theorists are recognizing "Racialized
discourses are always articulated in context..." (Rattansi, 1992, p. 27).
Although the facilitators appeared to be non-didactic and sensitive to the group
dynamics, the conversations reflected what was said in the context of this particular
group meeting facilitated by a particular individual(s). The guidelines that were provided
to the facilitators, their own selections of questions and personal testimonies, and in
general their measures to initiate undoubtedly influenced the youths' reflections. For
instance, one of the facilitators of the Latin American group was very conscious of issues
of oppression such as class and feminism. These issues arose a lot in the discussions.
Although the facilitators stated that the students illustrated their own sensitivity to these
issues, the possibility of the facilitator/translator biases influencing both the foci and
reported nature of the discussions needs to be noted
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The facilitators were also the translators. They were co-operative and generous in
giving their time facilitators were patient giving their time to translate in detail. I
requested that they try as much as possible to give verbatim what each youth said. They
also included their questions, (or in the Latin American case, questions of both
facilitators). I both taped their translations and took notes as they spoke. After I
transcribed the translations, I clarified with them any ambiguities I had.
The advantages of conducting the groups in the mother tongue has been discussed.
The fact that I did not have access to the raw data, however, was a disadvantage. The
translator was a "mediator" between myself and the raw data. Although requesting as
much as possible verbatium translations, their biases seeping through was inevitable.
The situation of the group leader fulfilling the role of translator had the advantage
of the facilitators' familiarity with the event so that they could talk about the context of
the conversations and translate facial expressions etc. A possible disadvantage, however,
is that if the group leader felt that they had influenced the process too much it is possible
they may attempt to disguise this fact during translation.
Translator influence is also more subtle as in the choice of English words used in
the translation. For instance, at times it was felt that the reported discussions appeared to
be very sophisticated for adolescents. To give an example, some of the Latin American
youth showed a class consciousness and to use phrases such as "working class." I tried to
abate this problem by, when I felt apprehensive about the authenticity of the comments,
checking with the translators. At times, particularly with the Latin American group, I
cross-checked some of the translations with another translator. In this example of the
Latin American youth, there were a few times where the commentary was modified after
questioning. (However, the facilitators also stressed that they thought a few of the youth
were more socially aware because of membership in the El Salvador FMLN Party).
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Participating Groups

There are over fifty different language groups in the Vancouver school system. In
1992, forty seven percent of pupils were designated as English as a Second Language
(ESL) (Vancouver School Board, 1989).
In order to make the project scope manageable four groups were selected. The
groups selected were all of non-European ethnic/cultural backgrounds including: 1) a
Latin American group, mostly Central Americans; 2) South Asian group-mostly
Punjabis; 3) A Chinese group--mostly Hong Kong youths; 4) A Vietnamese group. (A
more detailed profile of the participating groups is in appendix A.)
The main criteria for selection of participants was their membership in the
particular ethnic/cultural groups selected, their enrollment in secondary school, and
experience of cultural transition. I focused upon immigrant students who had come to
Canada as secondary school youths. In all the groups, except the South Asian group, this
was achieved. In the Chinese, Vietnamese and Latin American groups most of the
students were fairly recent immigrants or refugees. The average amount of time in Canada
was between one to three years, although a few had been in the country as little as six
months and a few as long as four years.
It was more difficult to arrange to meet with a group of recent immigrants of
South Asian background. These youths did not generally attend the community
recreational activities in neighborhood houses. The youths that participated in this project
were thosse that met in the school in their lunch break. It was a group generated by a
South Asian university student interested in issues around identity and cultural conflict
The group was all female and was basically united only by a sense of being South Asian.
Although most of the girls were immigrants, three were actually bom in Canada. In
addition, the group was diverse by the fact that some had immigrated from Africa and Fiji,
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whilst others had come from India. The Punjabis were Punjabi Sikhs, however there were
also a few Muslims or Hindus from Fiji.

Rationale For Sample. Given that two major issues of the research were cultural
adaptation and racial prejudice and discrimination, the sample was selected from nonEuropean groups. It was assumed that although the students' mother countries were, to
varying degrees, exposed to Western influence, the social distance between the study
groups and the dominant cultural groups of Canada was significant-perhaps more so than
in the case of immigrants from many urban areas in Europe.
When the Canadian multicultural policy was developed, immigration was still
predominantly from Europe. Today it is increasingly from non-European countries.
South Asians undoubtedly have a long history of British influence due to colonialism-which is more evident in urban than in rural populations. Hong Kong Chinese and Latin
Americans also have strong connections to Western culture. Groups such as the
Vietnamese have also been drawn into the global Westernized economy in certain matters.
However, the separate histories, and in some cases religions, of these various regions
does suggest the possibility of significant social distance between the newcomers and the
dominant Anglo-Canadian society of Vancouver. This can present special adaptation
challenges and can accentuate the dilemmas inherent in a multicultural ideology (e.g., the
possibility of being bicultural when cultures may have conflicting values).
All the groups selected are also identified in Canada as "visible minorities." Being
visibly different than the dominant cultural groups has a major impact on inter-group
relations and raises important questions. These questions, explored in the group
discussions, address perceptions of inclusion and exclusion, differential treatment or
discrimination because of racial/ethnic group, and perceptions and experiences of racism
and their affect on social integration and identity development
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In addition, in a very broad sense, it is proposed that a number of the diverse
groups were united by some common factors that distinguished them from the dominant
Anglo culture. The experience of discrimination and marginalization was one. Other
common factors relate to: a) more "communalistic" approaches to family relations with
greater emphasis on mutual obligations; b) a tendency for the home culture to be more
prescriptive than relativistic with a greater emphasis on hierarchy and authority; c) more
clearly defined gender roles; d) a possibly larger role played by religion.
These themes did arise in the meetings and are explored in the analysis. In
addition, there are undoubtedly significant differences between and within the groups.
These differences include: the students status as refugees or immigrants; the size and
history of the ethnic community in the area-i.e., its "institutional completeness"; and, the
larger society's’ attitudes, perception and status accorded to the particular ethnic/cultural
community in question. These factors are noted in the analysis.

Importance of Socio-Economic Class. In addition to cultural differences, socio¬
economic factors affect the biographies of individuals in various fundamental ways. When
dealing with immigrant Canadians the question of socio-economic status is complex. The
status accorded to a particular immigrant family in Canada-if judged by common variables
such as occupation of family members, lifestyle, financial resources-often does not
correspond with that of the country of origin. For groups who from more rural areas and

in lower socio-economic brackets in their home country, the move to Canada may have
provided opportunities for upward mobility.
On the other hand, individuals from business or professional classes at home may
have found their professional status not so readily attainable in Canada. Generally,
voluntary immigrants migrate because of chances of upward mobility (as well as family re¬
unification) . Some refugees, and some voluntary cases like Hong Kong newcomers
whose move is also driven by an element of political/economic fear, whether from
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professional or business backgrounds, may have to accept a longer period of professional
and economic readjustment The family's' socio-economic status and the socio-cultural
background experiences at home and in Canada have an impact upon the nature of the
expectations and influence of parents' guidance. This in turn is one factor that affects
youths' beliefs about their future opportunities.
Due to the confounding impact of class, there was an attempt in the study to bring
together groups from a similar socio-economic bracket. As those lower on the socio¬
economic scale can face greater adaptation challenges, the emphasis was upon selecting
groups in this bracket However, it was expected that the immigrants coming from Hong
Kong may be of a higher socio-economic class-the more common Hong Kong immigrant
group in Vancouver. In an attempt to achieve a sample of groups with similar socio¬
economic backgrounds, I focused upon meeting with groups from the area of the city that
has lower cost housing. Nonetheless, though this helped to lessen the class discrepancies
between the youths, inevitably variations in socio-economic status still existed within the
groups. Generally the youths were from the lower to low middle class strata, with the
exception of the Hong Kong students who were from more entrepreneurial middle class
backgrounds. Factors of socio-economic class were evident and are conveyed in some of
the discussions.

Data Analysis

In a qualitative study of this type the first process of data analysis is the
translation. As mentioned, in three of the groups the meetings were held in the mother
tongue and therefore I did not have access to the raw data; and in each of these cases, the
facilitators were also the translators.
The data collected, the notes from the translation, were reviewed looking for
patterns and themes that emerged in the group discussions: content/discourse analysis. To
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some degree the conversations had been arranged around the discussion theme and guide
(appendix B.) and the data was thus reviewed by color coding and dividing the responses
into these categories of: a) ethnic identity; b) cultural adaptation and acculturation
including perspectives on schooling; and, c) inter-group relations and racism, including
ideas on multiculturalism, Canadian culture and identity. The discussion themes and guide
were used to help shape the analytical framework of the data analysis. However, the
analytical process also aimed to elucidate the themes and issues that were important from
the students' perspective and new sub-themes and categories arose from their discussions.
After selection and discussion of the quotes, I gave the material to the facilitators for their
review and feedback. Any revisions they made were incorporated into the text
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CHAPTER 2

ETHNICITY AND IDENTITY

Discussions on Ethnic Identity

Various questions surrounding the idea of multiculturalism, as well as the
experiences of social integration and race relations, relate to the complex concept of
ethnicity. Support for multiculturalism on a policy level ostensibly aims to accommodate
and recognize the various ''ethnicities” existing within a nation. One criticism is that this
multiculturalism derives from assumptions that there is am implicit ideological perspective
that perpetuates the maintenance of diverse "ethnicities." This perspective is advanced at
the expense of the development of a more cohesive Canadian identity.
Other criticisms leveled at this approach of multiculturalism refer to its application
in areas such as multicultural education where the fear is that "ethnicity" becomes a rigid
notion. This shortcoming, it is argued, fails to acknowledge the dynamic and contextual
characteristics of ethnicities and the inevitable development of "new ethnicities" as cultures
come into contact (e.g., Moodley, 1986).
In various manners, questions of ethnicity and ethnic identity are also central to
issues of social integration. Adaptation and acculturation involves the dynamics of
individuals' ethnicities and ethnic identities evolving in the new context Intergroup
relations and conflict embodies questions of how members of different ethnicities are
received, with whom individuals' identify, and how they interact across ethnic boundaries.
The concept of ethnicity and ethnic identity is, therefore, integral to an understanding of
intercultural interactions.
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Questions of ethnicity and ethnic identity arose in the discussions with the youths.
Their discourse included their perceptions of their identities and how these perceptions
may have changed in the Canadian context. The youths also conveyed their own attitudes
toward their ethnic identities as well as how they felt others saw them. Conversations
about their consciousness of being a visible minority, and its impact upon their identity and
behaviors, also emerged. Questions concerning the groups with which they mixed and
identified with were brought into discussions of ethnic identity and intergroup relations.
A brief exploration of the complex concept of "ethnic group" and "ethnic identity"
will lay a foundation for the youths' perspectives in this area. It will also provide a
foundation for further discussions around multiculturalism and social integration.
The review will start by considering some theoretical perspectives and definitions
of "ethnic group" and "ethnic identity" and then will touch upon some problematic areas
regarding the use of such concepts in social science and educational research. The
discussion will include issues of definition, highlighting the distinctions and relationship
between ethnicity as descent, and ethnicity as shared culture-socialization and practiceand how these influence ethnic identity. At the root of the discussions and the examples
will be an emphasis upon the contextual nature of identity:

The social and psychological construction of identities is an ongoing process which
defies any notion of essential or static determinants. Identities are never fixed but
complex, differentiated and are constantly repositioned (Rattansi, 1992, p. 62).

The review will consider research from education and social psychology as
well as anthropology and sociology.
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Theoretical Perspectives. Definitions and Problems with the Concepts of
Ethnic Group and Ethnic Identity

Throughout history ethnicity has played a central role in the socio-political and
economic life of culturally diverse nations. In fact, rather than the eroding of ethnic
differences recent history of many regions have illustrated the potency of ethnicity,
sometimes with volatile consequences-e.g., in Eastern Europe and India.
In Canada, ethnicity has thrived as a salient characteristic in the socio-political life
of the country and has been of continual interest to social scientists. The unique situation
of having both the English and French as so called "founding fathers," the adoption of
Canada's approach to multiculturalism, the growing demands from indigenous peoples for
justice, and the continuing steady high immigration figures, all contribute to the salience of
ethnicity and ethnic/cultural relations in contemporary socio/political life (Hiller, 1990).
Social scientists with allegiance to varied research paradigms in such fields as
sociology, anthropology, political science, economics and psychology have taken an
interest in the study of ethnicity. Specialists from these disciplines and from the education
field itself have explored the various ways in which ethnicity interfaces with education
contributing to the broad field of multicultural/anti-racist and even bilingual education.
Social psychologists and anthropologists have taken an interest in concepts of and
research in "ethnic identity" and have used both qualitative and quantitative studies to
examine connections between ethnicity and behavior and performance in schools. Their
research has given rise to explanations for some minority groups' under-achievement and
has produced ideas for educational practices which are more responsive to equitable
schooling (e.g., Au & Jordan, 1981; Jordan, 1984; Tharp, 1989).
Sociologist, and political scientists have explored ethnic relations in the wider
socio-economic and political context Socio/historical profiles of particular ethno-cultural
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groups have been provided by social historians as well as by anthropologists and
sociologists. Various theoretical perspectives and assumptions stemming from varying
disciplinary and ideological approaches, employing a range of quantitative and qualitative
methodologies, have contributed to the varied scope of research in the area.

Understanding MEthnic Groups”

What is an "ethnic group"? What constitutes an "ethnic group," and the
boundaries defining an ethnic identity are far from uniformly agreed upon. A common
ancestry-which it seems may include race and/or religion-and perceived as such by others
seems to be the most evident and central feature of the term ethnic group. Other
fundamental factors which determine an ethnic group include shared "socio/psychological
attributes" involving explicit cultural patterns of thinking, feeling, believing (Phinney &
Rotheram, 1987). Some theorists prioritize the subjective level, emphasizing a sense of
distinct values and cultural coherence and a feeling of solidarity and loyalty, e.g., Delos
coins the phrase "a community of conscience" (Delos, 1944, cited in Herberg ,1989, p. 6).
In North American educational research, the term "ethnic group" has most
commonly been employed to apply to "minority groups" within a dominant society. These
have been considered distinct "subgroups" sharing a common cultural tradition and sense
of identity within a larger society. A course in ethnic studies in Canada or the United
States, therefore, may examine the experiences of Native people or Asian North
Americans. In a broader sense, the term "ethnic group" refers to any collection of people
who share attributes (Phinney & Rotheram, 1987). Thus, Anglo-Americans or AngloCanadians or the British would also be considered an ethnic group.
The variety of perspectives regarding what is central to defining "ethnic group"
and "ethnic identity" revolve around questions of the significance placed on race and
descent to ethnicity, the role and relationship of subjective feelings to ethnic identity, and
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the significance given to cultural attributes and practice. Different scholars have
attempted to gain a more discriminating perspective on ethnicity through analyzing aspects
of the concept.1 Remnick distinguishes three levels in which the concept operates.
The first level, named the psychological, is concerned with the cognitive
significance of ethnicity to the individual. It involves the issue of an individuals'
orientation to her identity, and the conflicts inherent or resolved by their association with
maintaining an ethnic identity.
The second level cited is the sociological-which pertains to individuals' and
groups' understanding of the network and boundaries that distinguish, define and give
salience to an ethnic group. This level, therefore, considers factors such as the social
position and status accorded to the group, and a consideration of what binds it together.
It would seem that this level emphasizes how categories are socially constructed.
The third level, the cultural is concerned with the manifestation of the various
features of the groups' culture. These may include sociological aspects of culture
(patterns of interaction), technological aspects (the material artifacts and production of
culture), and the ideological components (beliefs and values) (1980, p. 13-15).
Theorists examining ethnic groups seem to have emphasized different levels. This
partly accounts for different definitions and emphases. More recent post-structuralism
perspectives emphasize the "fluidity" and "dynamism" of ethnicity, and the inter¬
relationship between the "subjective" and "objective" or contextual factors. Their focus is
upon deconstructing how identities are formed and evolve (e.g., Brah, 1992; Hall, 1992;
Rattansi, 1992).
1. Anderson and Frideres provide a useful categorization of the vast array of positions, which include: a)
Objectivists' characterizations which focus on common cultural attributes which may also possibly include
racial similarities, b) Those who utilize a more subjective framework stressing shared feelings of peoplehood, self-identification and ascription by others (i.e. Gordon 1964, Barth 1969, Glazer and Moynihan
1963, Weber 1968). c) Theorists who integrate the subjective and the objective and illustrate the
interrelationship between the two (i.e. Berry, 1958, Kwan 1965). d) Those who stress the importance of
descent and common distinct lifestyle (i.e. Schermerhom, 1970) (1981, pp. 4748).
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Issues and Concerns with the Concept of Ethnicity

The Problem of Cultural and Ethnic Essentialism. Post-structuralist
perspectives on ethnicity are a welcome critique of a type of "cultural and ethnic
essentialism" which appears to have characterized some research in fields such as social
psychology and education. A number of educational and social psychology research
studies seems to use the classifications of "ethnic group," but fail to delve deeply into
defining or justifying their employment of the chosen categories. Nor is there often
adequate recognition of the changing and fluid boundaries of ethnicity which are
intertwined with factors of culture, class, gender and politics.
These shortcomings are especially prevalent in the more technical quantitative
research which often fails both to acknowledge the social construction of the categories
and their political overtones, and to explicate different levels of analysis inherent to the
concept Various educational and social science research studies examine social
characteristics, or interaction patterns, of ethnic groups, or they relate ethnicity to
academic performance.
Although these explorations can be important, problems arise from the lack of a
sophisticated conceptualization of the complex concepts of "ethnic group" and "ethnic
identity." One apparent issue is how, without discussion, a mixed array of groups may be
categorized under the term "ethnic group." Thus, on some occasions an ethnic group is
defined by the place of origin, alternately, it is the religion or language and, at times, race
or color. How and why these categories have been construed is a significant question;
Are they constructed based more upon objective criteria, or upon subjective criteria and
what are the political implications of certain categories?
Herberg, in his sociological study of Ethnic Groups in Canada (1989) in differing
tables, for instance concerning fertility, use of mother tongue etc., uses categories which
include language group or country of origin like German or Chinese, and in the same
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instance uses more generic labels like Jewish or Black. Perhaps the means by which
research has been collected, i.e., national census, have dictated the selection of categories.
However, the decision to distinguish between Ukrainian and Russian, Dutch and German
and yet lump various cultural groups of African descent together as Black could be
construed as constituting a racist undertone.
Hiller, in his discussion of ethnicity in Canada suggests that "A racial group is
physically identifiable, and an ethnic group is culturally identifiable," though in his
discussion he suggests that ethnicity will include race and "refer to any group whose
culture keeps them a part" (1990, p. 176). But this begs the question that if an ethnic
group refers to groups who are "culturally identifiably," why is the category Black
continued to be used as an ethnic group?
Employing "Black" as a category in many instances can seriously undermine
appreciation of the cultural diversity of groups with a Black African heritage. In Canada
today this classification would include individuals descended from the loyalists or from
descendants of freed slaves (or slaves themselves who came from the United States to the
Maritime in the eighteen hundreds). It would embrace the culturally diverse peoples from
the Caribbean-consisting of such groups as Jamaicans, the Creole and French speaking
Haitians, or Spanish speaking Cubans-both first and second generation. A variety of
immigrants and refugees from Africa, such as a growing number of Islamic Somalis would
also be included-especially in recent times. Specifying Black as an ethnic group conceals
this diversity and reveals little concerning common cultural characteristics and
socio/psychological patterns.
Thus, for many purposes such a category as "Black" is problematic. It has arisen
and served a purpose for discussions on discrimination. Its salience for "ethnic identity"
will be explored further on. However, the use of the term "Black" in North American
social science and educational research to explore social and behavioral characteristics
may not only be unrevealing, but to ignore diversity among Blacks can be harmfully
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misleading. For instance, as one example, in a class of adolescent students from the
Haitian and Afro-Americans backgrounds, significant differences in attitudes and behavior
patterns was noted. A broad category such as Black would have obscured these
differences.2
Socio-political and historical characteristics of a society give particular categories
salience in particular contexts. In parts of the United States, particularly in the American
South, there have been clearly two major ethnic groups-Anglo Americans and AfroAmericans. For the latter group, a common history of slavery and continuing adversity in
the face of discrimination undoubtedly make categories of color "Black" and "White"
powerful and meaningful distinctions. In Atlantic Canada where there is a fairly large
homogeneous population of Canadians of African background-with a history of
discrimination-color also became a central factor in ethnic identity.
In the United States, the labeling of Black as an identity stems from a shared
cultural and historical experience. Part of that experience is being "Black" and treated as
such, often in an oppressive manner, in a country where the ruling class have been
"White." As Moodley aptly recognizes "Skin color has no more significance than eye
color, except for what society places upon it" (1986, p. 67).
In areas of cultural diversity where individuals of similar race do not share
historical and cultural patterns, identification with racially similar others of different
cultural background may occur due to the forces and common experiences of
discrimination; thus a broader category such as "Black" may become significant
Hall points out that in Britain use of the term "Black" arose out of a common
feeling of marginalization of African, Caribbean as well as South Asian communities.

2. From personal experience of teaching a secondary school classroom with African American Students
and Haitian Americans. The immigrant Haitian students had attitudes that reflected higher expectations
and optimism about their futures. Gibson (1988) also recognizes these differences and uses the
explanation of "immigrant" vs. "subordinated" minorities attitudes (Ogbu, 1978).
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"The Black experience" became a unifying identity that in some manners seemed to be
"Hegemonic" over other identities. As Hall states, the term was employed:

...as a way of referencing the common experience of racism and marginalization in
Britain and came to provide the organizing category of a new politics of resistance,
amongst groups and communities with, in fact very different histories, traditions
and ethnic identities (1992, p. 252).

Though race may in certain contexts be central, other features of identity may
become more significant than racial identity. For instance, the division between the
"Blacks" and "Whites" in Florida, may imply that a Cuban of African descent identifies
with the "Blacks."3 Yet, in other contexts the identification as a Cuban, and the shared
language and cultural experience with other Hispanics becomes a more central part of
identity and could set him/her apart from other African-Americans. In fact certain socio¬
economic and political factors may accentuate differences and even promote conflicts
between groups of the same race.
Even though in numerous contexts individuals may hold a self identity which
incorporates "Black," researchers who have the honest intention of sensitizing others to
cultural attributes of groups need to be cautious in adopting these "racial" categories.
Although color is certainly a powerful factor for visible minorities affecting their everyday
lives, use of these broad color categories in much social and educational research can only
perpetuate thinking along racial lines and can undermine appreciation and understanding
of cultural diversity.
In the seventies and eighties educational and other social science research which
focused on ethnicity and behavior became more popular. The well-meaning intent of this
research, has been to increase cultural understanding, intergroup relations and equity. For
instance knowledge and understanding about an "ethnic group" was used to justify

3. Circumstances, such as the recent Los Angeles riots in 1992 may intensify feelings of racial identity.
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modifying educational methodologies toward more successful schooling for minority
groups.4
The lack of acknowledgment of cultural differences and the failure to distinguish
between lived cultural experience and ethnicity as racial/ethnic descent--as well as failing
to explore the relationship between these factors-can result in perpetuating misleading
generalizations and stereotypes. Research which may be more concerned with efficiency
than challenging the status quo labeling and stereotyping of others does its subjects a
disfavor.
Studies which intend to discuss socio/psychological and cultural behavioral
patterns and ethnic identity need to acknowledge a host of salient variants—such as place
of socialization, religion, class and gender. Academic research in various disciplines
illustrate these "categorical" issues and problems of "essentialism" and a reductionism
based on "ethnic determinism."
Research on ethnicity needs to be sensitive in exploring the complex interplay of
emic-subjective, and etic-objective dimensions of ethnicity. Moreover, it has to be
judicious in using categories only in a meaningful way and in recognizing the social
construction of categories. Not least of all it must challenge those structures which
subordinate some groups. Examples given below emphasize this element of the socially
constructed nature of the categories of "ethnic group," the dependence of these
constructions on context, and the problems associated with a failure to recognize this
dimension.
Phinney and Rotheram cite various studies which examine behavioral
characteristics of youths from different groups. In the same study one group may be
labeled by their country of origin, e.g., "Mexican-American, "whilst another group may be
4. This has been termed culturally responsive education (i.e., Tharp, 1989). The research has been
critiqued from the perspective of looking at under achievement in terms of the "difference" of the student
rather than dominance theories analysis of institutional and power relations that contribute to
discrimination. Jordan (1984) tried to modify instruction to facilitate indigenous learning patterns of
Native Hawaiians.
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labeled by their color, e.g., "White" (Sanders & Scholz & Kagan, 1976, cited in Phinney &
Rotheram, 1987, p. 202). How and why have these categories been constructed? Are
there not groups of Mexicans, particularly in certain contexts, that would consider
themselves "White?"
What can be assumed is that "White" means any European group, e.g., English,
German, Italian. Yet further on in the same article, one is confronted with a study that
compares "White" children with Italians (Spiegel, 1982, cited in Phinney and Rotheram
1987, p. 207). In a majority of situations it is probable that Italians will characterize
themselves as "White." In obvious contexts, for instance in relation to past African
colonies and as expatriates today, the label "White" was significant to Italians. In certain
socio-political contexts, such as areas of the United States, dependent upon relationships
between the English and Italian-Americans, a distinction between "Whites" and "Italians"
has been socially construed (although from a Canadian perspective it seems peculiar).
However, perpetuating these categories in psychological or educational research seems
meaningless and unfruitful as these broad categories tend to "essentialize" and fail to
distinguish other operating variables (i.e. class, gender, etc.).
Further examples of problems of broad undefined categories used in some research
is a study that suggests that "Asian Americans," are cautious in expressing feelings and
thus appear more socially introverted in comparison to Whites" (Phinney and Rotheram,
1987, p. 206 referring to a study by Sue & Wagner, 1973). There is immense diversity
throughout the vast Asian continent and even within a country-especially large ones like
India. Whilst certain Asian people may be cautious in expressing feelings, others, like
some groups from Northern India, may be quite overt in emotional expression.5
Awareness of the different experiences between members of one generation of a
minority group to another is also fundamental in research related to ethnicity and in
policies and programs such as multicultural education. Although this study focuses upon
5. Undoubtedly there is also a variety of groups of "Whites"
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first generation immigrants, the experiences of second and third generation minorities are
relevant to broader issues related to ethnicity, multiculturalism and intergroup relations.
It is easy to attribute Chinese ancestry to a "Chinese looking" child in an urban
Canadian setting. However, a separate task is to assess a Chinese individual's cultural
background. A third generation child may live in a family where both parents are
integrated into the larger society in various ways, practice of Chinese culture may not be
so evident in daily life, and the family may have members from various cultural groups in
their work and social circle. The youth may or may not speak or use a Chinese dialogue.
Or, a Chinese child may be second or even third generation who grew up in quite a
traditional family and had been exposed to Chinese values at home, but through Canadian
social life and school also been exposed to the Anglo but culturally diverse Canadian
society and thus have become "bicultural" to a greater degree than the first child. Chinese
youths arc also recent immigrants who may be undergoing culture shock and cultural
transition and struggling with the English language. This is not to mention the Chinese
that may have come with particular cultural experiences having moved from Vietnam,
Indonesia, Brazil, Malaysia, or the various other places from which Chinese have migrated
directly or indirectly.
Thus, even the terms Mexican American or Chinese Canadian can be too general
for making characterizations about youths for educational purposes. The label Chinese
Canadian, without other information, has limited revelations. A child recently arrived
from Hong Kong may have some characteristics in common with the child from rural
China, but there will also be significant differences. Moreover, the child that is Chinese
because three generations ago his grandparents moved from Beijing will have varying
degrees of experience of Chinese culture, may relate to their ethnicity in more symbolic
ways, and may or may not portray socio/psychological patterns attributed to Chinese
culture.
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Any inquiry which aims to better the understanding of the socio/cultural and
psychological patterns and behaviors of, for instance, South Asian, Chinese or Vietnamese
youth will also have to involve itself with details of the youths' background.
In this study the group meeting is with a diverse group of South Asian students
and it is important to recognize the significance of this diversity. If the South Asian youth
has fairly recently come from India she has grown up with a number of unique
experiences. She has not always been a minority (at least not a "visible minority" in the
Canadian context). She has lived in a country that is less developed-with social/cultural
patterns, experiences and world views that may be associated with this economic factor;
and, she has been socialized through immersion in an Indian culture. Other information is
importatant. For instance her social class is a major factor, as there is also in some manner
(if we take culture to be shared patterns of behavior, practice and perceptions) "a culture
of the rich" and "a culture of the poor." In a similar vein, her experiences, and thus her
socio/psychological patterns would also vary if she was from a village or an urban city.
A third generation South Asian who has grown up in Canada would have been
raised in a very different socio/cultural environment than the immigrant child. Even two
children in a family may have different experiences. If a family immigrated when one child
was an infant and the other a teenager, the experiences of adaptation and parenting in
Canada may have changed family attitudes about appropriate behavior.6
Judgments about cultural behaviors and attitudes that do not acknowledge the
relationship of the youth is to her/his Indian ancestry, or the extent and nature of
"assimilation" or "acculturation" to the more dominant culture, need to be avoided. What
being Indian, Vietnamese, Japanese, or Chinese mean to the social and psychological
development, identity and social experiences of a youth is a fundamental question.7 Thus
6. This point was indicated to me from discussions with the Punjabi women who facilitated the IndoCanadian group.
7. Some researchers are becoming more exacting in their concern with ethnicity. Buriel (1987) in a study
of first and second generation Mexicans in the United States realized that although the two generations of
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by descent a child is Chinese, Indian etc., but his/her socio/cultural behaviors, practices
and identification may be located in any number of groupings. As Brah illustrates:

Identity is never a fixed core. On the other hand, changing identities do assume
specific, concrete patterns, as in a Kaleidoscope, against particular sets of
historical and social circumstances. Our cultural identities are simultaneously our
cultures in process, but they acquire specific meanings in a given context (1992, p.
143).

An understanding of the multiplicities of identities and the dynamic nature of
culture is essential to recognize for those focusing on a multicultural curriculum.

The Question of Ethnic Identity

As the discussion has illustrated, issues around ethnicity are closely linked to
questions about ethnic identity. The above discussion described how "ethnic identity"
involves a relationship inclusive of self-definition and definition by others. Edwards
explanation recognizes the separate but related components of ethnicity and culture, and
the idea of "group boundary":

"Ethnic identity is allegiance to a group-large or small, socially dominant or
subordinate—with which one has ancestral links. There is no necessity for a
continuation, over generations, of the same socialization or cultural patterns, but
some sense of a group boundary must persist. This can be sustained by shared
objective characteristics to a sense of "groupness," or by some combination of
both. Symbols or subjective attachments must relate, at however distant a remove,
to an observable past" (Edwards, 1985, p. 10).

This definition captures the fact that through self-definition and some sense of
"groupness’-brought about both by subjective feelings and definition by others-feeling of
students may portray varying cultural and language patterns they may both identify themselves as
Mexican Americans. She aptly points out that "...culture and ethnic identity should be treated as separate
conceptual categories" p. 23).
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common bonding arise even though cultural and social patterns may vary. It also intimates
that the link between "ethnic identity and "cultural background" can be strong, or a weakas in a more symbolic link to the culture of the homeland.
What Edward’s definition perhaps may not adequately capture is the "situational"
element of ethnicity stressed by Brah (1992) above and its interplay with ethnic identity.
As Okamura suggests "The actor...may consider it in his interests to obscure his ethnic
identity in a given situation so that the relationship proceeds in terms of other social
statues he holds (1981, p. 425 cited in Peshkin, 1991, p. 12).
The social context will influence what the individual considers central to his/her
self-identification and feeling of belonging to a group. Peshkin, acknowledging the work
of Paden (1970) and Okamura (1981), draws attention to the phenomenon of "situational
ethnicity" recognizing that an individuals' identities and loyalties is determined by the
context and that ethnicity thus has a contingent nature (Peshkin, 1991).
What is fundamental to ethnic identity will vary depending upon the social/political
situation. In some places the religion espoused may be pivotal (e.g., in Ireland and India).
In different situations, nationality or country of descent may take on salience (e.g.,
Ukrainians in Western Canada). In other instances it will be language or a feeling of
common "peoplehood" that is most significant (e.g., Quebec).
In areas where there have been racial divisions, skin color will be the most central
feature grouping people in terms of identification (as for instance in South Africa and parts
of North America). In Hawaii, because of the large number of "visible minorities,"
cultural differences are much more accentuated skin color.8 Even within a particular
geographical location the social situation and reference group may determine the different
identities embraced.
8. Moodley aptly identifies that "racial characteristics have no intrinsic social significance of their own.
Racial characteristics only acquire salience because of discrimination. Exclusion serves as a bond only as
long as discrimination lasts. In and of themselves, racial characteristics have no more meaning than eye
or hair color" (1986, p. 67).
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The discrepancy between how "others" label and perceive an individual's
background, and the self-identification or subjective ethnic identity may also be an issue
for minorities. Many individuals may not be "culturally attuned" and group people
according to their own "racial attitudes."

Situational Ethnicity. These discussions, as well as the perspectives expressed in
the group meetings, illustrate the situational nature of ethnic identity and the
interrelationship between subjective and objective criteria. Part of adjustment to Canada
for immigrants entails becoming aware of the significance of ethnicity in Canada, selecting
group(s) to identify with, and learning about the status given and the perceptions of their
ethnic group from others. Immigrant Canadians may encounter frustrations from
discrimination, and from the discrepancy between the categories others attribute to them
and their own feelings of self-identity.
For instance, as a Fijian Hindu immigrant girl in secondary school suggested, she is
often identified by others as belonging to South Asian groups that Canadians are more
familiar with. In the province of British Columbia, the majority of South Asians are
Punjabi Sikh. As Fijians have similar physical features to Punjabis, other ethnic groups
often interact and possibly discriminate or apply stereotypes to New Canadians from Fiji
based on perceptions of them as Punjabis.
The Fijian youths expressed that tracing ancestry to the Indian continent, they
share some cultural features with immigrant Canadian and second generation Punjabis.
The shared sense of ethnic identity also arises from their identification by non-Indians as
belonging to a broader categorization of "Indo-Canadians." However, the beliefs and
customs of Hinduism or Islam, and the social experience of having lived in Fiji, also
separate Fijians
A Fijian youth and familys' evolving ethnic identity and their choice of which
ethnic groups to identify with in Canada depends on several factors. One factor is the
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access to similar others who will affect the boundaries of group membership. If there is a
significant community of Fijian Hindus, then it appears that they would be the primary
group with which to identify and interact with. If there are other Fijians who are a
different faith (depending on whether nationality or religion is seen as more salient), their
national group might provide a primary social network and sense of belonging. Other
Hindus from India or other parts of the world may also be the chosen reference group if
religion is the most significant factor for an individual. In an area where there are few
Fijians or Hindus a "general" South Asian group may serve as the identifying ethnic
group. This appears to be the case in some secondary schools.
An interesting example that illustrates the complexity of "ethnic group" and "ethnic
identity" and its situational nature is that of a Chinese women from Nicaragua living in
Hawaii. In Hawaii she was exposed to various groups that included an immigrant Chinese
community, a local Chinese community, and a mixed Latin American group. Although
fluent in a Chinese dialect, as well as Spanish and English, due to socialization in a Spanish
speaking Central American country, the affinity to the language, the sense of shared
cultural experiences and feeling of "people-hood" she chose to identify with the Latin
American group and to draw upon them as her social network. However, in Nicaragua
she identified with a Chinese ethnic group.

Suntwlic ethnicity.

Discussions on ethnic identity have also been discussed in

terms of a "symbolic ethnicity." The phrase "symbolic ethnicity" was termed by Gans
(1979) and was employed to refer to a relationship to ones' ethnicity that is more symbolic
than practical in nature, and which is particularly linked to identity. Rather than a more
inclusive type of ethnicity that results from socialization and immersion in cultural
institutions and mores, and involvement in ethnic cultural institutions, ethnicity is
expressed in more private symbolic acts. This type of ethnic identification varies from
those of immigrant groups who have been socialized in their country of origin and where
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being Chinese means having been immersed in a Chinese cultural milieu. Symbolic
ethnicity refers more to a second generation immigrant who may have had little contact
with their ethnic/cultural community. Having been socialized through schools etc., in the
dominant culture they may relate to their ethnicity in more symbolic ways.
The practice of symbolic ethnicity ostensibly entails actions such as participation in
ceremonial holidays, or use of ethnic food and media to provide a sense of connection to
an ethnic group and heritage. Rather than requiring the adherence to an ethnic language
and the involvement or "re involvement" in basic cultural manifestations of behavior, the
individual "symbolically" identifies with an ethnicity through participation in extra¬
curricular type of events. (Gans, 1979; Hiller, 1990; Roberts & Clifton, 1990).
Roberts and Clifton claim that an individual may pursue assimilation for socio¬
economic integration and mobility while maintaining links to his/her culture in a more
symbolic sense. "Accommodation" to the new culture may imply that immigrants start to
take on more of a symbolic identity (Roberts & Clifton, 1990). Does "integration" mean
that one starts to take on a more symbolic relationship to one’s ethnicity? If so, is this
distinct from assimilation?
It may be argued that for immigrants socialized in their country of origin,
integration and accommodation are better described as the development of "new
ethnicity" that evolve in a new context The youths' discussions illustrate that cultural
identities are not so readily shed, rather cultural identities are maintained but critically
examined and new attitudes and behaviors from the new environment are incorporated
into their cultural identity.

Summary. In complex, differentiated, post-industrial societies, ethnicity remains a
potent force both in the nations' social, political and economic life and in the orientation of
individuals' social reality. The category, "ethnic group," despite its ambiguity, still persists
as a significant category for research in social science, and for educators evaluating and
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designing educational programs. The discussion has alerted us to the complexity of the
term "ethnic group" and "ethnic identity." An individual may locate his/her identity and
ethnic loyalties, and may locate their social and cultural experiences, in any number of
configurations of race, religion, nationality, gender group, class, and urban or rural
occupational and social groupings.
As the discussion has indicated, it is important to identify and distinguish between
the subjective psychological significance the individual attaches to his/her ethnicity and the
social and cultural experiences of his/her socialization that influences present
cultural/social behavior patterns, values and ethnic identity. The phenomenological
approach of this study emphasizes the subjective reality of particular groups.
An Anthropological perspective is that ethnicity has a situational element
Peshkin states that: "people manifest different behavior in different situations and at
different times of their life" (1991, p. 12). The varying degrees of salience of the various
components of identity, descent, color, religion, place of socialization, etc., are dependent
upon the individual's biography set within a particular historical, socio-political context
The majority of quantitative research in social psychology lacks explanations for the
acculturative processes and the subjective meaning of an individual's ethnic identity and
evolving cultural practices.
Recent ethnographic studies and in-depth interviews are better suited to exploring
individuals' relationships to their ethnicity and the dynamics of ethnic socialization than
quantitative processes or controlled qualitative studies.
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The Youths* Perspectives

I think you feel your country identity even more when you are away from it. I feel
even more like defending my country now that I am away. (Central American girl).
It is no good to reject our culture, because no matter how well you speak English,
you are still Vietnamese. White people see you that way and will never say you
are Canadian. Even Chinese who have been here for four hundred years. If you
are not white, Canadians will never see you as Canadian. If you reject your own
culture, Canadians will still not accept you and you have rejected your own culture
you will feel really lonely. You will never be accepted you are always Vietnamese
and will be lonely (Vietnamese facilitator stated at the end of the session).

As the above quotations suggest, it quickly becomes evident that immigration
does not imply sudden adoption of the identity of the new country. Indigenous people
living as part of the larger society have also illustrated resistance to relinquishing their
distinct identity.
Minority groups do not shed their identities like old clothing when they reach new
soil-regardless of whether multicultural policies are in place. Ethnic identities are cloaked
in social cultural experiences which influences how we make sense of our world, who we
feel we are, choices of whom we feel comfortable mixing with, and perceptions of how
we feel others see us.
As Taylor puts it, we assume our identities "dialogically" through association with
others. Identity is: "who we are, where we are coming from." He alerts us to how our
identity is our language, not just verbal language, but language of thoughts and
expressions which have been formed in dialogical cultural relations with significant others
(Taylor 1992, p. 32). Individuals may accommodate a new culture and ethnic identities
may evolve and take new shapes but they are never disregarded. Many years of
unsuccessful assimilation policies towards Native peoples have shown the strength of a
groups' resistance to cultural hegemony.
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In this study, the young people revealed their desire to fit into the new culture and
be accepted amongst their peers. However for these teenagers, who have spent a
significant amount of their youth in their homeland, preservation of an ethnic identity
seems to be an inevitable part of their developing adult identities and maintenance of
important links to families.
Questions of ethnicity and ethnic identity arose in the discussions with the youths
in the study. The following analysis explores some of these questions. For the most part
the youths participating in the conversations were immigrants who have grown up and
been socialized in the country of their ethnic background. Thus, an identity as
Salvadorean involves an intimate connection to the language, values, norms, perspectives,
and world view prevalent in the youths' Central American homeland.
For minority adolescents who are born, or who came to Canada as very young
children, an ethnic identity arises, to a greater or lesser degree, from experience and
awareness of discontinuity between home and community cultural values and practices and
those at school and the larger society. Throughout childhood they gain an awareness of
the status, position and perception bestowed upon their group from the dominant society.
Adolescents who are immigrant newcomers experience a new "ethnic
socialization" as they come to understand what being Vietnamese or El Salvadorean
means in the Canadian context. In a number of instances the youths may have migrated
from a society where they were a minority of sorts: for instance Indians from Fiji, or
Chinese in Vietnam, or Sikhs in India. But they have not grown up with the experiences
and feelings of being a minority in Canadian society. In the case of the youths in this
study, this included developing a consciousness of being a "visible minority."
For all the immigrant students that spent the greater part of their youth in their
homeland, their relationship to their ethnicity is undoubtedly on a deep psychological and
cultural level. As they associate with the dominant Canadian culture and experience
acculturation, their relationship to their ethnicity evolves. However, it is questionable
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whether, as with second or subsequent generation minorities, their ethnic identity comes to
take on a more "fragmented" or "symbolic" meaning.
It is rather a question of potentially strong ethnic identities being reaffirmed, and
evolving as the youths critically adapt new attitudes and behaviors and modify their
cultural repertoire and perspectives. Novel cultural patterns are incorporated and "new
ethnicities" develop. This will be discussed further in the section on acculturation.

Common Themes

The discussions with the youths brought up several themes that were shared
among the groups. One common focus included an expression of cultural pride and a
strong attachment to the ethnicity and culture of the homeland. "New Canadian" may be a
term that others give these immigrant youths. However, for the most part the students
expressed that though they were resident in Canada, this did not imply that they felt
Canadian.
Related to their own lack of identification with the adopted country was the fact
that a number of the youths from all the immigrant groups concurred with the Vietnamese
participant quoted above who suggested that others never accepted "visible minorities" as
"real Canadians." The youths' awareness of being a "visible minority", and feelings of
discrimination, seem to reinforce their ethnic identity. The consciousness of being visibly
different and their feelings about how they felt others saw them (i.e., not Canadian),
affected the way in which youths thought about their own identities (i.e., living in Canada
rather than as "New Canadians").
Youths in all of the groups showed resistance to forfeiting their cultural identity.
In various ways they also illustrated resistance to being seen as inferior to European
Canadians. The social construction of ethnic labeling and the situational nature of ethnic
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identity was evident in the discussions. The youth in several groups started to identify
with broader categories such as "Latin American" or "East Indian."
The group conversations can help in gaining a perspective about minority youths'
feelings of ethnic identity in Canada. The discourse of each group will be discussed
separately and organized around the following themes.

Issues Discussed. The students’ dialogues included the following focuses:
i)

Expression of Ethnic Identity (which may include how the youths labeled
themselves and how the ethnic categories changed in the Canadian context);

ii) Ethnicity and Cultural Maintenance;
iii) Ethnic Identity and Relationships (which may include how they felt others saw
them and explore the groups with which they identified).
As the prior theoretical discussion on ethnicity has elaborated, the many complex
and fascinating issues of ethnic identity is somewhat incomplete without an examination of
perspectives from minorities bom in North America. This limited study focuses upon new
immigrants and can not fully capture this important dimension. However, the section will
conclude with a few thoughts from the perspective of a Canadian bom minorities.9

Latin American Group9

Expression of Ethnic Identity. The topic of ethnic identity arose with the Latin
American group at one of the initial meetings when the girls and boys met separately. The
topic of ethnicity arose amongst the girls. The comment below reflects the sentiments the
girls passionately expressed regarding their strong sense of ethnic identification with their
homeland.

9. This group consisted of mostly Central Americans, with a couple of youth from Mexico and Chile.
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When you are in your country your flag, your art, etc., is not so important to you;
you kind of take everything for granted. When you are here you feel like doing
everything you can to keep a contact with your country, your flag, music, art
becomes very important and you want it around you. You do everything you can
do to have things from your country around you. You do all the Latino events you
can (Salvadorean girl).

Three people helped to facilitate the group. One of the facilitators introduced the
topic of ethnicity in the following manner:

How do you describe yourself in your own culture? How do you feel about being
a part of two cultures. Do you feel Latino or do you feel El Salvadorean or do
you feel Canadian. She then went around the table asking each girl to respond.

The answers varied depending upon the background of each youth. However, all
the youths shared a sense of a strong ethnic identity. The following are some of the
responses.

I think of myself as a Honduran, not as a Canadian. No I'm not a Canadian, I'm a
Latina (Honduran girl, been here for one year).
I am Salvadorean, I will always be a Salvadorean. I was born there and grew up
there (Salvadorean girl, been here for two years).

Tm Guatemalan--rve always been Guatemalan Til continue to be Guatemalan. I
don't think of myself as Canadian (Guatemalan girl, been here for 1 year and four
months).

Another young woman in the study was a little older than the others; she came to
the club along with her younger brother. She had been in Canada for five years and
basically felt she had positive experiences here such as completing her education and
starting a university education to become a doctor (with some financial help from the
Canadian government). This young woman was bright and analytical about her
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experiences in Canada and sometimes brought up new points for the others to think about.
Despite being somewhat older and having more education she seemed able to relate to the
youths on their level. The youths did not appear hesitant to disagree with her; nor did
they seem pulled to conform to her perspective. She responded in the following manner:

Tm Salvadorean, but in certain cases, for instance with people from Europe or
Canada, I say I am Latina. There are some cases I will say I am Canadian, for
instance if someone is attacking Canada I will defend Canada. But usually if I am
with a group of Canadians or Americans I say I am Latina. When I am with a
group of Latinos I say I am Salvadorean.

Another youth responded to this admission to sometimes feeling Canadian. This
girl seemed to imply that feeling "Canadian" is not just dependent on one's own feelings;
rather, it is influenced by how others identify one. Being a "visible minority" inhibits one's
acceptance as a Canadian.

The country may have accepted you to live here, you may feel Canadian, but you
are never going to be white (and she pointed to her brown skin color) You are
going to be Latino until you die, you are never going to be White, so you are never
going to be Canadian (Honduran girl).

A few of the girls examined their skin color, the fairer ones pointing out that
without this summer tan they are paler and might more readily be accepted as Canadian.
As other youths nodded in agreement this brief encounter pointed to the significance of
"visible differences" to feelings of identity.
One girl had been in Canada for only a few months. She appeared more reticent
She was perhaps still unsure about how she felt and was in an earlier adaptation stage than
most of the other girls. She expressed only: 'Tm Nicaraguan." Usually in the group the
shared Central American identity was stressed. In this activity she probably became more
aware of being different from the majority of the group which was Salvadorean.
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Another participant had come to North America as a young child. This girl had
spent five years in the United States before coming to Canada four years ago, and spoke
English almost without an accent When she first joined the group it seemed that she was
hesitant to speak in Spanish. Later on in another conversation she admitted that in various
ways she does not relate to El Salvador. However, by this time in the group conversation
all the girls had stressed their strong feelings of identity with their country. Peer pressure,
it seemed, could quite easily have made her tend to go along with the common perspective
as she stated:

I'll always be Salvadorean, though I have lived in the USA for five years and here
for four years.

One of the facilitators who knew this teenager recognized that there was more to
her story and coaxed her to explain herself a little more. The student then admitted that
she did have a type of ambivalence about her Salvadorean identity. However, she
continued to stress the importance of her roots. It is possible that these feelings that she
expressed were not just due to peer pressure but also on account of the reflection that was
happening in the group meetings.

My feelings have changed, I don't remember El Salvador well, and having been in
other places now I don't know what it is like. But I'm Salvadorean, and my
parents are, and they speak to me in Spanish. I still feel Salvadorean.
Another girl consistently expressed some distance, and often disparate positions,
from other members of the group. She had spent several years in the United States before
coming to Canada. She was from rural El Salvador and seemed to feel somewhat
detached from the group of girls who, for the most part, came from small towns. In a
later discussion she showed some feelings of alienation from the other girls. Her attitude,
and the attitude of the girls toward her, emphasized that though the girls are linked by a
common ethnic identity, friendships are naturally more complex and are not based on
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ethnicity. Being "Latino" may make it likely that the youths will seek companions in the
"Latino" community. However, as in any group there will be class, cultural, and
personality differences and divisions, and the formations of subgroups.
This particular Salvadorean participant was teased by the group as "looking like a
Hindu" (the term the Central American youths give to South Asians). She ignored the
comment (though perhaps feeling offended). It was not clear why she was called "Hindu."
Perhaps this student had more indigenous background than most of the other youth in the
groups and thus was a little darker. She also did not seem as "fashion conscious" as many
of the girls. It seemed possible there were some urban/rural dynamics present She quite
articulately illustrated the situational and contextual nature of ethnic identity.

I feel Salvadorean, but I also feel like her (pointing to the girl who had spoken
before). I spent some time in America and there I sometimes felt I had to defend
America. Also like her in Central America I thought of my self as Salvadorean.
Since my blood is Salvadorean, I will always be Salvadorean, but what I feel also
depends on where I am. Sometimes in America I thought of myself as Californian,
not American. In Central America Tm Salvadorean, with other Central Americans
I'm Salvadorean, but with others I'm just Latina. But my blood will never change
from being Salvadorean (Salvadorean girl).

The facilitator questioned the youths about their feelings of regional identity now
that they are in Canada asking: "If there is a Guatemalan event, as a Salvadorean do you
feel like going? One girl reaffirmed a feeling of "Latino" identity that had developed in
Canada.

Oh yes, many times I feel like going to any type of Latino event. For instance,
there used to be a football game with all other Latinos, (not Salvadoreans).
Sometimes we would play against Canadians. This made me think a lot about
where I belonged. But when I thought about it I knew I wanted to be on the
Latino team, no matter where they came from (Salvadorean girl).

The facilitator prodded the youths by asking: "If you traveled to the USA and
people asked you where you were from what would you say?" Several of the youths stated
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that they would give the country they are from but say that they lived in Canada.
Consistent with the rest of the discussion the emphasis was upon their own country.
In the spirit of the meeting, attempting to be that of equals, rather than
teacher/facilitator and students, the youths felt free to ask for the facilitators' perspectives,
and the facilitators were interested to participate.

I have been here for ten years and my husband is Canadian. This has helped me to
adapt more to Canada. But in my country I never felt Latin American, we did not
use that term, this comes from being in Canada. Here I have started to use the
thing for Canada, I like it here. But I also feel something strong for Latin America
(Latin American facilitator).

All the girls stressed that being Latin American was a concept that they had not
used before. Prior to coming to North American, they thought of themselves as El
Salvadorean, or maybe Central American, but not Latino.

What has happened here is just because we all speak Spanish they put us all
together so we have this concept and now we start to use it. But in our countries
we never say Latinos (Salvadorean girl).

One of the facilitators wanted to take this concept one step further and asked:
"Do you feel more brotherly and sisterly towards other Latin Americans, for instance
Chileans." A few people nodded yes, others looked apprehensive

Well not exactly, Chileans from South America are quite different. It is only the
language that makes us feel any bonding (Salvadorean girl).

The other youths started to think about it Some responded that it is only the
language that they feel they share. However, the majority suggested they also shared
cultural attributes.
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Yes, well Honduran and Chilean cultures are different, but we have something in
common, for example how much we value the family. Like USA and Canada are
different but similar; they are all part of North American culture (Honduran girl).
The facilitator turned the conversation to the question of how others saw them.
The girls nodded in agreement with the following response:

They see us as Latinos or "Spanish people." They may know that we are from
different places, but they don’t think about it They just think about us as "Spanish
girls" (Honduran girl).

In the boys group, the facilitator did not spend as much time asking the youths
their feelings about ethnic identity. The question "How do you think of yourself?" was
posed, and the responses seemed to correspond with those of the girls. In this first
meeting the boys generally gave simpler and less involved answers. Rather they went
around the room affirming: 'Tm Salvadorean"; "I'm Mexican" "I come from Chile,"
"Salvadorean," etc.
An interesting phenomena that did come up more among the boys was the issue of
social status. As the lively discussion on changing gender roles will illustrate, the boys felt
conscious of what appeared to them the males’ diminished status. This appeared to them
to occur since in Canada women sometimes found it easier to acquire work than men and
ended up taking over the role as bread winner (a situation that was extremely rare in
Central America).
However the issue of social status also came up in terms of identity. One boy
stressed, and others nodded in agreement, that Latino immigrants are some times looked
down upon. There appeared to be a developing awareness of social class in the Canadian
context. Moreover some of them expressed a resentment that middle class friends looked
down upon their families who were often forced to take menial jobs.

When people come here we are taken for less than we are we feel ashamed of
being working class (Salvadorean boy).
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As the boy explains below, these feelings may have arisen from two sources. First,
by the fact that most people are "working class" in their homeland and thus they do not
feel a stigma attached to such; and secondly, that the youths' families may well have had a
higher status in their country. Refugees in Canada often find that their work experience
and educational qualifications are not readily recognized in Canada. They often take some
time to get reestablished and find themselves starting off in menial jobs, and often are not
able to get out of these minimum wage jobs.

In our country most people were working class, or we may be shop keepers etc.
Here we feel conscious of being working class (Honduran boy).

This boy talked about the way he felt he was demeaned by a Canadian friend and
his family when he said he lived with his uncle who was a cleaner.
Both the girls and boys felt the negative stereotypes that were attributed to Latin
Americans in Canada (and in the United States).

Some Canadians think Latinos are drug addicts and all that kind of stuff, bad
people. They think we are all the same (Guatemalan girl).
They think we are bad; they see us in movies like that We feel bad about this
(Salvadorean boy).

Despite the negative images of Latinos that they felt were sometimes reflected by
the Canadians, the youths seemed to resist the depreciation of their culture. As the
discussion on adaptation will show, the youths embraced a cultural pride. This included
an endorsement of certain of their cultural practices as preferable to what they considered
was the "Canadian way."

Ethnicity and Cultural Survival. Although as the chapter on intergroup
relations will illustrate the youths were open to developing friends and relationships with
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youths from all different groups, they also emphasized their attachment to their
ethnic/cultural community.

We like this club because it helps us to get to know other Latinos and to keep the
link with our cultures. It helps you maintain contact with cultures similar to yours.
The good thing about the club is that we can spend time together amongst Spanish
people (Salvadorean girl).

The youths also indicated that they felt strongly about their cultural background by
asserting that it was important that the next generation become familiar with their
ethnic/cultural background.

I have an uncle who has been here a long time. His kids do not speak Spanish and
they can not even talk to the grandparents. It is important that the grandchildren
speak Spanish otherwise they cannot talk to the rest of the family. Our blood is
Hispanic blood. It is important that we pass our traditions and customs to our
children.

Ethnic Identity and Relationships. The section on intergroup relations will
illustrate that the youths chose to interact with each other for various reasons such as
shared backgrounds, understanding and interests. However, the connection to their ethnic
identity and group also seemed to be nurtured by feelings of exclusion. As one girl
expressed:

If they are in a group together, sometimes other Canadians will laugh at us, will
call us names. We feel excluded from them (Salvadorean girl).

As discussed above, although these youths did express some type of identification
with youths of the same background who were more settled in Canada; it was clear, as
was the case with the Chinese and Vietnamese groups, that there were also some tensions.
As one boy expressed:
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There is even discrimination amongst ourselves. I found that immigrants that had
been here for a while do not help the new ones (Salvadorean boy).

A number of the issues that have been brought up in this section: attitudes
concerning integration rather than assimilation, experiences and feelings about intergroup
relations, and attitudes towards Canadian culture will be further explored and discussed in
the following sections.

Chinese Group
Chinese people are always Chinese people wherever they are (Chinese girl).

As the quote illustrates, like the Central American youths the Chinese students had
no ambivalence about their ethnic identities. The Chinese youths also had a strong
consciousness of being a "visible minority" and similarly felt that this prevented them from
ever feeling that they could be accepted as Canadians. They unanimously agreed that they
felt Chinese and did not think of themselves as hyphenated Canadians. Even a girl who
had been here for about 5 years still thought of herself as Chinese rather than ChineseCanadian.
Chinese Canadians to them were those Chinese who had been bom in Canada;
and, as the discussions will show, culturally they felt quite separate from this group.
Although accepting some sense of common bonding from a shared ancestry, they also
identified a feeling of separateness from the Chinese Canadian stemming from their
immigrant experience. With each other they felt the solidarity of having to find their way
in a new country with a new language and in some cases novel social relations. Chinese
Canadians appeared to be bicultural having been raised and socialized in North American
society. There was also talk of competitiveness between the two groups. These
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conversations touched upon the complex dynamics of the interaction between immigrants
and minorities raised in Canada.
For the youths in the study, being Chinese seemed to take precedence over a
regional identity. The youths from Hong Kong stressed their affinity with those from
Canton and Macaw. However, they did discuss some cultural differences between other
mainland Chinese and Hong Kong students.
The other issue that was strong for the Chinese students was the family's desire for
them to maintain their ethnic identity. Although it was apparent the parents (and extended
family) wanted the youths to learn the language and adapt to be successful in Canadian
society, keeping the values and expectations accorded Chinese youths was also central.

Expression of Ethnic Identity. The facilitator asked the youths a few questions
directly about their feelings of ethnic identity. However, for the most part themes around
ethnicity arose as part of various discussions related to intergroup relations and social
integration. When asked "How do you consider yourself, "Canadian," "Chinese," or
"Chinese Canadian," the youths unanimously agreed with one girl who said "We are
Chinese."
The facilitator extended the question by asking them: "When you were in Hong
Kong how did you consider yourselves, Hong Kong people or Chinese?" They all felt
that "being Chinese" was the most important label for them whether they came from
Macaw, or Hong Kong or elsewhere.
What being Chinese meant to them and how they felt they were identified by
others was the next issue put to the youths. The students made it clear that another
contributing factor to their strong Chinese identity was not only their shared culture and
language, but the perception that others will always see them as different and not think of
them as Canadian. As the youths explained:
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Well we look Chinese, we've got black hair, dark eyes, even if you consider
yourself Canadian, you look Chinese. And we speak the Chinese language
(Chinese girl).
People will always look at us as Chinese. People always see that I am speaking
Chinese. And other Canadians think of us as Chinese not Canadian (Chinese boy).

Ethnicity and Cultural Survival A deeper analysis of how these youths felt
others saw them arose in the discussions of stereotyping. The youths allowed themselves
to be self-critical reflecting upon the criticisms that were bestowed upon them. They
considered the shortcomings others attributed to them; and sometimes agreed with these
criticisms. However, the youths also illustrated a cultural pride.
When the facilitator asked them "I want you to think about how others think about
you,” the students responded by starting to talk about differences between themselves.
The youth emphasized that the Chinese from the mainland were thought of as "less
modem" and "old fashioned." As one girl stressed "People think of the Chinese as dirty,
not the Hong Kong but the Chinese." And another girl concurred that: "Chinese people
are thought of as very old fashioned, especially in clothing and dress." They agreed
among themselves that people feel that Hong Kong Chinese are more "modem" and in
style and that they agreed that this was generally the case. The one girl who was from
China spoke up asserting:

People did not believe I was from China because of the way I dressed. The
Chinese are thought of as backwards and old fashioned (Chinese girl).

The facilitator then took the conversation back to non Chinese persons'
perceptions and asked what they thought were others' ideas about Hong Kong people.
One girl suggested that they were thought of as "very snobbish and conceited." Several
youths agreed that Hong Kong people can be this way. Another girl suggested: "They
can also be rude" and proceeded to give an example.

67

I was in a car and was nearly hit by another car with other Chinese students. The
people in the other car were really rude. They were very conceited and were
showing off (Chinese girl).
The girl from China felt that people think about Hong Kong people as "being very
concerned with material things."

Probably referring to "Asian Youth Gangs," a boy illustrated how he had embraced
negative stereotypes that had been reflected by society, asserting:

They are bad, because they are easily influenced by a bad group, who may smoke
drugs and go after girls and hang out in bad places (Chinese boy).

The youths continued to affirm some of the negative stereotypes about themselves,
sometimes contradicting each others' sentiments.

Chinese are conceited. We can see it in themselves and we know it's bad. If we
see ourselves like this, English Canadians must see us even worse (Chinese girl).
Being self-critical did not mean that the youths did not feel strongly about
maintaining their cultural background and roots. The Chinese youths were particularly
emphatic in stressing that though in many ways they will adapt to Canadian society, they
are very immersed in the Chinese culture and that is an important part of their identity and
experience.
The issue of families' feelings about the youths' identity also arose. Most youths
stressed that the parents also felt strongly about them maintaining a strong sense of their
Chinese identity. However, the parents also seem to encourage the youths to adapt
enough to succeed in school and future occupations. For instance, they are keen that the
youths practice and master English.
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In my family my dad is the one that wants me to be Canadianized, but deep down
he wants me to have a Chinese identity. At home my dad always speaks English
because he himself wants to adapt to the culture (Chinese girl).
We don’t have Chinese TV., dad wants us to watch English TV. He makes us feel
that English is really important...It is 50/50 dad wants me to learn English, but he
still wants me to be Chinese (Chinese girl).
My father wants us to learn English, but in his heart he wants us to be Chinese.
Learning the language is the only thing they want us to do (Chinese girl).

The themes of cultural difference, acculturation and cultural maintenance and
families’ attitudes were issues which arose at various times over the discussions and will be
discussed further in the following chapter.

Ethnic Identity and Relationships. These discussions also raised the issue of
intercultural interactions. What was apparent in the Chinese group was given the strong
sense of ethnic identity, and attachment to the language and traditions, the youths felt a
strong desire not only to have friends, but also marital partners from their own ethnic
group. Language was an important factor, but so also was shared backgrounds and
interests. However, as the discussions evolved the youths often reflected and modified
their perspectives.
Several of the girls emphasized that in marriage it was important for them to find a
Chinese husband.

I would not marry someone who is not Chinese because we have a different way of
thinking and also in their culture they have different ways of thinking and they have
different traditions. Like if I was to celebrate Chinese New year, they would not
Also we would not study the same language (Chinese girl).
Other people do not know our practices and I do not want to force them to do
them (Chinese girl).
My father would not mind if I did. But still I am Chinese and I would not feel
comfortable marrying a non-Chinese so I would like to marry a Chinese. We
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would have communication problems if they were born in Canada and spoke good
English and I did not (Chinese girl).
I would mind marrying a non-Chinese. I am a bit traditional and I feel that there
would be a communication barrier and my parents would mind too (Chinese girl).
My parents would not mind who I marry except if he was an East Indian. I would
also like to marry a Chinese, because the we mix more easily together, there is no
cultural conflict. I would also perhaps marry a Chinese Canadian if they spoke
Chinese (Chinese girl).

Other questions related to ethnic identity were explored when the facilitator asked
the youths the differences between Hong Kong immigrant Chinese and Chinese Canadians.
Their feelings of identification and relation, or lack of, with this group emerged.
The youths acknowledged that they felt that Chinese bom in Canada had become
"Canadianized" in various ways ranging from appearance to behavior. One girl suggested
that they had even "become much bigger," whilst a boy suggested "The way they dress is
different." Hong Kong people are not comfortable in shorts." Another girl noted, that
"Chinese Canadians wear makeup whereas Hong Kong Chinese youths do not" Without
prompting, a girl brought the conversation to their relationship with Canadian bom
Chinese.

The Chinese bom here hate us even more than Canadians (meaning AngloCanadians). I do not know why but they just don't like to talk to us (Chinese boy).

The facilitator responded by asking them how they felt about Canadian bom
Chinese. One girl acknowledged "There seems to be a competition between Canadian
Chinese and Hong Kong Chinese." Several of both the boys and the girls agreed. They
also spoke of perceived discrimination from some Chinese Canadians.

Chinese Canadians do not even think of themselves as Chinese. For instance they
may say to you "What are you Chinese doing here." Well they are Chinese too
(Chinese boy).
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The youths also reacted to what they interpreted as assimilation or even denial of
Chinese background that they felt occurred amongst the second generation Chinese. As
one girl stated:

Chinese Canadians even try to be Caucasian, they dye their hair, and even wear
different color contacts, but they still look Chinese (Chinese girl).

Others murmured in agreement The conversation took a natural turning to the
question of whether they developed friendships with this group as the facilitator asked,
"Do you have Chinese Canadian friends?"
Several boys confirmed that they do have Chinese Canadian friends and that about
fifty percent of them speak in Chinese. The girls were less confident about their
relationships with this group. They expressed their feeling that most of the Chinese
Canadians used only English and the facilitator was their only Chinese Canadian friend.
Issues of ethnicity and identity also arose in later discussions regarding culture,
multiculturalism and racism. The youths further talked about how their ethnicity may
affect with who they interact. They showed an awareness of social class and of how their
socio/cultural background could affect how they felt, what they believed in, and with
whom they mixed.
For the most part, the youths expressed their tendency to feel more comfortable
associating most closely with their own group. A few youths, though, showed a desire to
make friends from various groups. The facilitator asked, "If your English was good,
would you make friends with other cultures?" The following responses emphasize how
ethnic identity affects choice of friendships:

We could not be very good friends, because we are really different—our cultures
and our personalities (Chinese girl).

71

We are very different. If they tell me about their cultural things I wouldn't
understand it. If I talk about my cultural things they do not understand (Chinese
girl).
Peer pressure to remain in one's own group also emerged:

If you talk to other cultures in English your friends from Hong Kong will think that
you are just trying to show off your English and may think negatively about us
(Chinese boy).

One boy disputed the hesitancy to mix with other ethnic groups suggesting "You
can be friends with other cultures, one of my best friends is Spanish and we both speak in
English."
As the conversations developed and moved into exploring Canada as a
multicultural society, other youths also reflected upon their perspectives, sometimes
modifying their views. Moreover, they came to express how ethnicity and cultural
membership were not static, but rather evolved in a manner that enabled them to express
themselves in their individual ways, incorporating aspects of the new culture as they
chose. Some of the youths showed an interesting assertiveness of individualism and a
desire not to be stereotyped. As a participant stated:

The point is even though you are Chinese, the environment you grew up in does
not necessarily mean you think that way (Chinese girl).

Vietnamese Group
I felt that my clothes was so old fashioned . If I wear my refugee or Vietnamese
clothes I feel ashamed or embarrassed. I feel like I "don't look like anybody"—I
feel so different, strange and different, I feel like I don't belong. I feel like I don't
belong to any group (Vietnamese girl).
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The meetings with the Vietnamese students were shorter than with the other
groups. The facilitator had looked at the questionnaire for guidance. She selected those
questions she felt were most relevant to the youths. The discussions ended up focusing
mostly on social adaptation and intergroup relations. However, feelings and experiences
of the youths' ethnic identity were underlying focuses in the conversations.
As the quote above illustrates, some feelings of being different and somewhat
estranged was a pervasive theme in this group. Similar to the other groups, the
Vietnamese students conveyed a strong sense of cultural and racial difference from
dominant group Canadians and expressed perceptions of rejection from other Canadian
groups.
These students also emphatically focused upon a feeling of rejection by their own
compatriots who were more acculturated. The youths in this group for the most part
came to Canada within the last three years. In Canada there is also a relatively small
group of Vietnamese from the North that had arrived in the mid seventies and early
eighties at the termination of the Vietnamese war. The youths in the study focused upon
how this group of earlier arrivals failed to identify with, befriend or assist this newer wave
of immigrants.
This phenomena was also present with the Chinese youth who also felt tensions
within and rejection by those Chinese who were more integrated—either bom in Canada or
having been in the country a number of years. However, given the greater presence of
immigrant Chinese, and the general presence of Chinese culture in Vancouver, the impact
of this rejection did not seem to be felt so deeply.
In fact, as will be discussed in the section on adaptation, "identity problems "~
identified as "bicultural limbo"~have been cited as putting the Vietnamese youths "at risk"
and making them vulnerable to gang recruitment (Lee & Cheong, 1992). Lack of support
for, and affirmation of, the Vietnamese identity also is suggested as contributing to these
identity problems.
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Part of this lack of affirmation of the Vietnamese culture may stem from the
relatively small Vietnamese community in Vancouver. Both the Indian and Chinese youths
arrived in Canada to find a significant and established community. Their communities
have a much more complete "institutional completeness" (social and economic institutions
controlled by a particular ethnic group). For these groups, if they so choose, the youths of
these groups and their families are able to get many of their economic and social needs
met within their own community. In addition, although these latter groups have
experienced persisting racism, they have also managed over the years to build up a certain
degree of good will and a higher profile due to their participation in the larger community.
Although there are a number of cultural and recreational activities organized by the
Vietnamese community, the Vietnamese have not had many of their own agencies that
assist with adaptation. For groups such as women and the elderly there are a number of,
although limited, social institutions geared to these groups which serve as a place of
leisure until they are more comfortable with the language and culture of the larger society.
However, there is a lack of these types of facilities for the youth. Moreover, as the
section on social adaptation and integration will stress, the youths also often do not arrive
with their families in tact They may come alone or with a sibling and join some extended
family member(s) with whom they may not be very familiar. These youths do not
immediately fall into a large network that may help them adapt and may reinforce and
reaffirm their cultural identity.

Expression of Ethnic Identity. The question of how the youths identified
themselves did not arise directly. When later speaking with the facilitator, she expressed
the attitude that the question of ethnic identity was a redundant question. Since most of
the youths had been in Canada less than three years, as with the other groups, they most
certainly still felt immersed in their Vietnamese identity. The lack of English language
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skills and time in Canada meant they were only beginning to integrate, and it is probably
unlikely that they would have identified themselves as Vietnamese Canadian.
Several of the youths expressed feelings of being different and not belonging and
wanting to change quickly so some of this discomfort would disappear. Even seemingly
superficial changes like appearance may indicate feelings of uncertainty and a desire to be
accepted. As a few youths emphasized :

When you first come you do not care what you are wearing, but later you become
conscious of what people are thinking and what you are wearing. You will not
wear the clothes that you first came in (Vietnamese girl).
You feel like you have to be up to date, you have to have a particular image. You
have to be conscious of a particular style (Vietnamese boy).

Ethnic Identity and Relationships. As the youths talked about their adaptation
problems, the lack of help from other more settled Vietnamese seemed to be a significant
issue. The rejection of their ethnic identity by some Vietnamese can indicate the lack of
support and affirmation they can fail to get from both the dominant culture and an
established ethnic community. A few youths conveyed these divisions between them and
the more established Vietnamese youths.

I felt discriminated by other Canadians, by the way they looked at me. I also feel
discriminated by other Vietnamese. There was one Vietnamese that had been here
for a long time. When I first was here I needed help, but this person still would
not speak Vietnamese. She did not want to be identified as Vietnamese
(Vietnamese girl).
When I first came to Canada I started in school. A Vietnamese who had been
here a long time would not talk to me. After a year this guy started to be friends,
but I felt revengeful and did not feel like being friends (Vietnamese boy).
I also feel discriminated by the Vietnamese who have already integrated into the
society. They do not want to make friends with me. I notice that the Vietnamese
who have been here longer than us look away. They are stuck up (Vietnamese
girl).
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The youths questioned these actions wondering why, in the face of feelings of
difference and exclusion from dominant groups, they would also face rejection from their
own people. A couple of youths asked emphatically: "Why do our own people
discriminate against each other?" Before the facilitator had a chance to answer a few of
the students forwarded their own theories stressing a recognition that it is lack of
affirmation and confidence in their own culture and cultural identity that makes them feel
they must try to assimilate.

They feel superior. They want to integrate. They don't feel good about their
culture. They want to be more like other Canadians (Vietnamese girl).
They are ashamed to mix with new immigrants. It is more high status to mix with
other Canadians, rejecting their own culture (Vietnamese girl).

The facilitator wanted to assure the youths that they could and should feel
comfortable with their ethnic identity at the same time as becoming a part of Canadian
society. In doing this she reminded them of what she perceived as persisting exclusion
towards visible minorities. She explained:

It is no good to reject our culture because no matter how well you speak English,
you are still Vietnamese. White people see you that way and will never say you
are Canadian. Even Chinese who have been here since the eighteen hundreds are
not seen as Canadian. If you are not white, Canadians will never see you as
Canadian. If you reject your own culture, Canadians will still not accept you and
you have rejected your own culture. You will feel really lonely. You will never be
accepted you are always Vietnamese and will be lonely.
It is good to be multicultural so you have both cultures, Vietnamese and Canadian.
It is your own personality that will make you good. Do not try to be like
somebody else. You are who you are. Be yourself.

The risk of feeling social alienation seemed to be greater for this group. This is
supported by accounts of vulnerability of Vietnamese youths as reported by social service

76

reports and agencies (e.g., Lee and Cheong, 1992 discussed this in the section on
adaptation).
As mentioned earlier, the Vietnamese are smaller in numbers than other immigrant
groups in Vancouver (about 7,000) and do not always have the support of an established
ethnic community; thus the youths may be more affected by a feeling of not belonging
either to a Vietnamese community or to the dominant society. They may feel insecure
about their own identity and be motivated to try to adapt quickly to be accepted by the
dominant society and even seemingly reject their ethnicity. Their feelings towards Vietnam
no doubt have also been confounded by memories of turmoil and by experiences in
refugee camps. As the facilitator pointed out, rejection of their roots may also cause the
youth to be disappointed, for even when they adapt, they are not accepted.
Though the Vietnamese were more hesitant in affirming cultural pride, they
nevertheless expressed a strong sense of personal pride, a definite sensitivity to racism and
contempt toward feelings that their cultural background was inferior. These expressions
will be discussed in the following sections.

South Aslan Group

As mentioned earlier it was more difficult to arrange to meet with a group of
South Asian youths. There is a variety of South Asian cultures, reflecting regional and
cultural differences. As the majority of the youths in the groups were Punjabi Sikhs, the
perspectives offered most aptly reflect those of the Punjabi Sikh community-though the
conversations also included a few Fijian Indian girls.
Immigrant South Asian students, especially girls, do not commonly frequent the
neighborhood houses and Boys and Girls clubs. Numerous parents from the majority of
South Asian cultures are hesitant to encourage the youths to participate in extra-curricular
activities. They fear that they may expose them to youth values and behaviors not
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congruent with their cultural norms. For instance in the Sikh community the practice of
dating, while common amongst European Canadians, is at odds with the desire of many of
these immigrant parents that youths wait until they are ready to meet someone of
compatible background to marry-who the parents often help to select-before interacting
intimately with someone from the opposite sex.
For the reasons mentioned above, the group that participated in the study was a
gathering of girls who met during lunch time at a secondary school. The group had
congregated to meet with the facilitator who was an immigrant Punjabi university student
interested in issues of identity and adaptation of South Asian youths, especially adolescent
girls.
Similar to the youths from the other groups, those South Asian youths who had
immigrated felt strongly about their ethnic identity and did not consider themselves
Canadian. For those bom in Canada, being Indian was a central part of their identity.
However, having always called Canada home, these youths also considered themselves
Canadians.
As the following dialogues from the group discussions illustrate. South Asian
culture and identity are integral to the youths' sense of self. They are tied up with a sense
of who they are, their beliefs and values and their relationships with their families.
As the later discussion on social integration will illustrate, the youths were clearly
critical of parts of their culture and showed some resistance to certain cultural aspects.
But they also conveyed a cultural pride and a feeling of comfort in having a culture they
could feel a sense of belonging to and could pass along to their children.

Expression of Ethnic Identity. The facilitator initiated the discussions by asking
the youths about their own sense of identity at the same time as the she shared her own
background and perspectives. The facilitator had come from India to Canada as a young
child. She had chosen to incorporate "Canadian" into her identity; her perspective,
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however, did not seem to influence the immigrant youths. Many youth did not choose to
call themselves Canadian. As with the other groups, this factor was probably due to the
fact that they had spent most of their childhood outside of Canada.10

The facilitator started by asking:

How would you describe yourself? Everybody can answer this question. What
labels do you use to describe yourselves? For example I call myself Punjabi
Canadian. I don't usually say Sikh because I do not practice Sikhism. I consider
myself Canadian but also Punjabi. What do you consider yourselves?

As discussed in the profile of the groups (appendix A), this group consisted of
girls of different South Asian backgrounds and included both recent immigrants and three
who had been born in Canada. The only youths that identified themselves as Canadian
were those born in Canada.

I'm a Sikh. I was bom in Punjab and grew up there . I'm not Punjabi Canadian.
My family is completely Punjabi culture (Punjabi from India).

Another girl was from Fiji and had been in Canada for seven years. When asked if
she considered herself Canadian she merely responded, "No, I'm Fijian." Another girl
asked the Fijian girl what her religion was. She replied "Moslem." The same girl asked
whether she would call herself Moslem to which she also replied, "No." Although this
Fijian youth mixed with the Punjabi girls at school, the next week there were a few other
Fijian Indians in the group and it was clear that they had a little subgroup-sharing the
same language and cultural background (Gujarati language and culture and Fijian social
experience).

10. The labels used for the girls reflect the how they identified themselves and to make distinctions of
where they came from and whether or not they are immigrants. For instance, African Punjabi reflects the
ethnic Punjabi affiliation, and the fact they emigrated from Africa.
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Two other girls who were bom in Canada responded to the question on identity.
Both stated, "I consider myself a Punjabi Canadian." Another South Asian girl bom in
Canada suggested:

I consider myself Punjabi and Canadian, half and half. Punjabi is my culture but I
was also bom here (Canadian bom Punjabi).

For a girl who grew up in Africa, the cultural group she came from and shared
with others seemed most important:

I was bom in India, but lived most of my life in Africa. I consider myself Punjabi
because I live the Punjabi culture.

Most commonly the Punjabi girls, used the term Punjabi rather than Sikh. As one
girl stressed:

I’m totally Punjabi, I was bom in India and consider myself Punjabi, I have been
here only two years.

The Punjabi girls may have been influenced by the facilitator who called herself
Punjabi. However, it also seemed that being Punjabi was how they identified themselves
in their communities.
There was one girl, who was a recent immigrant, that stressed that she was Sikh.
She said, "I came here two years ago. I consider myself Sikh Punjabi."
A couple of the youths, who had been bom in Canada seemed a little unclear about
the distinction between using the label "Punjabi" and "Sikh." A discussion of the
distinction became the two became a part of the conversation. A girl bom in Canada
asked, "Does a Punjabi mean a Sikh?" The facilitator responded:

Not everyone from the Punjab is a Sikh. Sikhism is the religion, but it may also
imply a way of life. Punjab is the state, but also the culture.
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After exploring how the youths identified themselves, the facilitator asked the girls
how they felt others defined them: "What do your friends call you?" In unison the youths
said that they were called "East Indians." Several girls suggested that other non-South
Asian groups rarely use the term Punjabi. For example one girl stated:

Mostly we are called just East Indian, or maybe Hindu. Occasionally they call us
Sikh but not really Punjabi (African Punjabi).

When asked how they felt about this, the youths seemed to take for granted that
non South Asian Canadians were not going to be "culturally attuned" and to lump them all
together.11

Ethnicity and Cultural Survival. As these discussions show even the youths
bom in Canada have a strong sense of Indian identity. Given their home experiences
where the mother tongue is commonly used and the expectation that they participate in
cultural and religious events and traditions, it is inevitable that being part of the Punjab, or
of another Indian group would be a central part of their identity.
All the youths agreed that both the language and cultural traditions were
encouraged and even enforced at home. Although in some instances they complained
about their parents insistence on cultural maintenance-for instance citing the fact that
their parents refused to speak to them in English-they were also able to entertain their
parents' position. As one girl explained:

Well, I guess I see their point of view. They feel that you are going to learn
English at school, so if you are to remember your Punjabi, then you should speak it
at home (African Punjabi).

11. This appeared to be the case for both the dominant and minority groups in Vancouver. For instance,
both the Latin Americans and Hong Kong Chinese appeared to "lump” all South Asians together. These
groups stereotypes seemed to arise both from attitudes obtained in their home lands and from the
infiltration of the dominant groups perceptions.
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When the facilitator asked, "Do you feel that it is important to keep a part of your
culture," all the girls affirmed that they did. Moreover, they were adamant that as parents
they would hope that their own children would feel the same.

And when we grow up we want to pass it on to our children. I don't want my kids
to ask, "Mom, what culture am I" ? (African Punjabi).

An interesting dynamic arose when an immigrant girl from Africa insisted that their
own children wouldn't ask about culture. A girl bom in Canada responded, "Yes they
might, I ask my mom." Another girl bom in Canada also said "Yes, I do, I ask my
grandparents." The facilitator suggested that it was those who had not grown up in their
homeland that may be most interested in learning more about their ethnic group.

Most people who ask that question will be Indians bom in Canada. Us Indian
girls, we already know a lot about our culture because we were bom and grew up
there. People who were young when they immigrated or who were bom here are
more likely to ask (Punjabi from India).

Ethnic Identity and Relationships. The strong sense of South Asian identity
seemed to give the youths something in common that encouraged them to mix together.
Though they claimed to have friends from other cultural groups, various forces also made
it important that they have a sense of group belonging within their own community. But
what is their own community among South Asians? As Buchignani et al point out:

South Asians come from a wide range of ethno-cultural, religious, national, and
linguistic backgrounds. Their identities and experiences are often closely tied up
with a particular group of people who share similar roots, not with all people of
South Asian origin....It is therefore unreasonable and inaccurate to consider the
most important level of South Asian community to be those enveloping all South
Asians in a given place. Rather, wherever in Canada the South Asian population
rises above a few hundred, a number of South Asian communities develop side by
side (1985, p. 96).
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However, what was interesting about this particular group of girls was that,
although the group consisted of South Asians from different backgrounds, it appeared that
on a certain level the group members did associate together and identify with each other.
They did not bring up differences between them but rather emphasized commonalties.
As with the other groups, the youths stressed how they felt comfortable amongst
each other as they shared both expectations and practices of a more traditional culture.
The South Asian youths also emphasized that they got along with each other because of a
shared interest in a "popular culture" that others did not appreciate-for instance, Indian
films. They talked about a feeling of distance from friends of different cultures who could
not comprehend their culture. As the following comments suggest the youths use the
categories, "White" and "Indian." Thus, on a certain level, in a secondary school situation,
there is perhaps a sense of an Indian community.

Sometimes you are with White friends that do not understand your Indian culture.
They try to but they can not because it is totally different than their culture (Indian
bom Punjabi).
They can not talk about your culture, movies, etc. They don't enjoy when we talk
about our movies and that is because they don't know much about it. So we can
not talk to them about it. These are things we have in common with our Indian
friends (African Punjabi).
As the dialogues about social integration will also show, several girls described
their culture as more "restrictive." It seemed that this was one aspect that they felt was
not always understood by non-Indian peers. Perhaps a tendency to mix with other South
Asians came from both a greater feeling of comfort, and being subjected to less conflict by
remaining with peers who were exposed to the same familial expectations. These youths
also shared the common experience of being subject to attitudes of exclusion and racism
from other cultural groups.
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Another interesting force that a girl mentioned with which the others agreed, was
some pressure from other Indians to mix with their own group.

I have noticed that if you are with White people. Black people (a term she used to
refer to Indians) others will look at you and think "Why are you not with your own
people, why are you not with your own color and why are you with Whites?"
(Canadian bom Punjabi).

Although the youths themselves showed an openness toward interacting with other
groups, they did stress this tendency of some of the older community members to prefer
for them and encourage them to stay within their own cultural group. Such attitudes of the
older community members arise from a concern that the youths, though wishing that they
should adapt to Canadian society, do not loose vital aspects of the cultural values and
beliefs.
In addition, given the experiences of racism that still seem to prevail, there is also
some element of protectionism, a feeling that the youths are safer from insults and
humiliation if they choose to identify socially with their own group.
The issue of conflict between first and subsequent generation South Asians did not
arise. In these meetings the new immigrants and Punjabi-Canadians of different South
Asian backgrounds mixed quite freely. Since the study group was mixed, the topic may
have seemed an inappropriate one to raise. In the meetings that were held with the girls it
was not possible to gauge the intra-group dynamics in depth. There did seem to be some
sense of a general "Indian Identity," although there also appeared to be subgroups with the
immigrant Indians from the same religion and/or country of immigration mixing more
closely together.
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Shared Experiences and Perspectives

As the conversations illustrate, several themes emerged that fit with the prior
discussion of ethnicity. The first theme was the youths' strong feelings of relationship to
their heritage. What was clear for all of the groups was that their language, socialization,
and often shared memory and experience of a homeland, was the most vital part of their
cultural/ethnic identity. Even as they considered their future, they anticipated that this
perspective would remain. At least this was the case for these youths who had been in
Canada between one and five years.
Though they lived in Canada, and may be committed to staying and participating in
the society, the immigrant youths did not really think of themselves as Canadians or
"hyphenated Canadians" (for example, "Indo-Canadians"). For the most part they did not
foresee that these feelings would change. These groups considered hyphenated Canadians
to be those who were raised in Canada. In this study only the few South Asians born in
Canada considered themselves hyphenated Canadians.
Moreover, these youths did not appear to suffer from "identity conflicts" as has
been suggested in a number of studies such as the research report "New Canadian Youth"
which claims "equally estranged from their culture of origin as they are uncomfortable
with an identity embedded within the new culture which is bewildering" (Lee, 1992, p.
14). For the most part the youths who participated in this study were clear about their
embeddedness in their culture of origin and about the importance of maintaining links
through, language, community relations and cultural activities.
Of the four groups in this study, the Vietnamese youth seemed the least assertive
about their attachment to their cultural identity. This may be partially accounted for by
their situation of being in refugee camps for several years and the lack of family and strong
community support
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A second theme that arose was the fact that ethnicity was situational and socially
constructed. This became apparent in both the Central American and Indo Canadian
groups. In certain Canadian contexts, regional identities like Latino or East Indian
replaced strictly local identities such as El Salvadorean or Punjabi. Before immigrating,
the Central American youths thought of themselves by their nationality, Salvadorean,
Guatemalan or Honduran, etc. The term Central American was not completely new to
them, but it became more frequently used in Canada where it expressed a feeling of unity
and shared experiences between the various Central American cultures.
The term "Latino" only became a socially significant category for them in Canada
when others defined the "Spanish speakers" as "Latinos." In the foreign context of
Canada, the similarities with other Latin Americans became more accentuated.
Whereas at home the Central American youths were more aware of the differences
between them and their Southern neighbors or Mexican Northern neighbors, here common
language, and common cultural patterns and values from Native and Spanish heritage
created more of a shared identity. For instance, several times the boys included a few
immigrant youths from Mexico and one from Chile. The youths also mentioned some
bonding with, as well as differences from Chilean youths whose families had immigrated
much earlier. The youths expressed interest in going to a variety of Latin American
activities, including Chilean and Mexican cultural events.
South Asian youths, although they identified themselves for the most part by a
regional identity, also recognized that others grouped them together as "East Indians."
This label had then become part of their vocabulary, although given its origin it is not
considered an appropriate term today-the more geographically correct form being "South
Asian."12

12. In Canada, the term "East Indian" distinguished South Asians from the native peoples of Canada.
However, the peoples of the Indian subcontinent do not consider themselves to be from "East India"-India
is only East from a Euro-centric perspective. Furthermore, "Indian" fails to incorporate present day
Pakistanis, Sri Lankans, Bangladeshis, and Nepalese.
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Moreover, although it seemed Punjabi Sikh families mixed socially with each other
and Fijian South Asians with others from the same background, within the school grounds
there was some bonding due to a common South Asian heritage. Not only did they feel
there were some similarities in customs and cultural expectations, but they also shared the
feeling of being an "other" and being grouped together and discriminated against
However, it is important to keep in mind the cultural diversity of South Asians,
and the situational essence of identity. Buchignani et al acknowledges this contextual
aspect of identity:

The social complexity results in the self-identity of people from South Asia being
very situationally specific. An individual will only feel South Asian when
interacting with non-South Asians. In interacting with Pakistanis, he or she will be
Indian; with Gujaratis he or she will be Punjabi, with Punjabi Hindus he or she will
be Sikh. Among other Sikhs he or she would be a Jat from a good family in
Patiala. Being "South Asian" to most people only becomes relevant when they
leave the area (1985, p. 124).

Several of the groups brought up the complex dynamics between the new
immigrants and those of the same ethnicity either bom in Canada, or who have been in the
country long enough to be fairly integrated and bicultural. The latter theme, as well as
others that arose such as attitudes and approaches to acculturation and cultural awareness
and interaction between the youths and their families, will be further explored in the
following chapter.

Perspectives from a Second Generation.

For the youths in this study, ethnic

identity involved a clear and integral involvement in their cultural roots. They may find
themselves becoming bicultural, but their ethnic identity will remain an important part of
who they are. The fact that they do not feel accepted as Canadians by dominant groups,
although perhaps frustrating and troublesome to some, may not be so problematic as they
have their own strong sense of identity. For members of ethnic minorities bom and raised
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in Canada, the felt perceptions from the dominant groups that they are still an "other" may
have a more profound effect The nature of their experiences will also depend on a
number of factors. For those youths who are part of a larger and intact ethnic community
that experiences ongoing immigration, such as the South Asian community, the
perpetuation of an integral Indian identity may be more complete. These youths may find
their identity located in their ethnic group and as a Canadian and be able to manage a
bicultural identity (see discussion in the next section).
Nevertheless, the experiences and perceptions of the following second generation
minority member also possibly articulates a common perspective:

I do not feel truly Canadian, and that is why I speak of "Canadians" in the thirdperson viewpoint. I see "Canadians" as White people with British ancestries who
make up the majority of Canada’s population...I stress that I am a "secondgeneration" ethnic-minority within Canada because this is "the generation of
limbo" that multicultural education does not acknowledge (Tami Ogura, university
student, 1992).

As Ogura explained the "generation of limbo" is a phenomenon where one does
not feel comfortable as a member of a visible ethnic group in a predominantly white
Anglo-Saxon country, nor does one feel comfortable in the motherland of one's respective
ancestry because one is "Canadianized." As a result, the individual is caught in an identity
crisis that is aggravated by terms like "banana" (yellow on the outside, white on the inside)
or oreo (black on the outside, white in the inside). Ogura also suggests that such a
situation can not be cured by a curriculum with a cultural maintenance program because it
does not prepare teachers to handle a situation where the second-generation ethnic child
does not relate to his/her ancestral culture.

Speaking from personal experience, I was so confused about my identity that like
most in my position I chose to be more "Canadian," and from then on I was
preoccupied with shedding off my "Japanese-ness." The day I chose to do this was
the day a teacher was lecturing about Japan. I remember I did not relate to the
things said about Japan, and that after the lecture I was branded "different" by the
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kids in my class. Frustrated, I blamed Japan for having this sudden feeling, and to
counterattack I began my ethnic-shedding phase (Tami Ogura, 1992).13

13. Thanks to Tami Ogura for permission to use her university paper.
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CHAPTER 3

NEW BEGINNINGS-CULTURAL INTEGRATION, ADAPTATION, AND
ACCULTURATION

The first year I was in Canada I felt really lonely and even wanted to go back to
the camp because it was friendly, warm climate and warm and friendly people
everywhere. Everybody knew each other, we were all living together. In Canada
everybody sticks to themselves in their own houses. There is no one in the streets;
I was really lonely (Vietnamese girl).
If we do change, it is not because we choose to but because we have to adapt to
everything. Everything changes. I feel like I am in another world (Salvadorean
boy).

Everyone who has traveled has some experience of arriving in a foreign land and
struggling with survival amidst unfamiliar language, norms and social relations. Slowly,
we learn to find ways to communicate, and to become more attuned to the social and
cultural context Our feelings of helplessness and hopelessness are abetted by seeking out
others who are sharing the same experiences and who also may be able to help our
adjustment by acting as mediators with the larger society.
If the move is permanent then the adaptation challenge will be even greater. Not
only will we feel a sense of loss for what we have left behind, but our minds may be filled
with questions emerging from our attempts to integrate into the new surroundings.
Suddenly our taken for granted reality is shaken up. Not only what we think, but
how we think may suddenly be called into question. Our everyday common ways of
behaving and relating to others may sometimes seem inappropriate and raise an
unexpected response. It is as if we hold up a mirror and our culture that was just an
unquestioned part of who we are and how we live suddenly becomes transparent and we
start to become aware of its features.
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As the prior chapter discussed, a part of adapting to Canada for the youths entailed
an evolving sense of their ethnicity and its social significance in the Canadian context The
discussions in the prior section also started to highlight how the youths developed a
heightened awareness of their cultural background. A part of adaptation also takes on a
behavioral component as the youths also learn to make decisions about adapting their
cultural repertoire and community expectations to the demands of the society at large.
This chapter focuses upon cultural transition, in particular how it is experienced by
immigrant minority adolescent secondary students. The topic of cultural adaptation and
adjustment produced lively and informative conversations with the youths. These youths’
perceptions and reported experiences of adapting to an urban North American setting can
provide insights into the complex phenomena of social integration and acculturation.
The conversations provide a richer understanding when placed in the context of
other relevant research in the field. The burgeoning literature on social integration,
adaptation and immigrant experiences in education, particularly from in depth
ethnographic studies, complement this study and help provide a more comprehensive
perspective. These qualitative studies inquire into the perspectives of youths and their
families by use of participatory observation over time in a variety of situations to explore
the complex dynamics of accommodation and acculturation in the context of the home and
the school.
Literature on acculturation and immigrant adjustment has arisen from various
countries which experience the migration of people from diverse cultures. Though the
varying social/political and economic climate of these host countries inevitably influences
the adjustment experiences of newcomers, the processes of adaptation has similarities and
thus the research has bearing on this study.
In this literature review, perspectives and ideas from social psychology will be
included. Yet more relevant are the recent ethnographic studies by sociologists,
anthropologists and educators that provide insightful explorations into the processes and

91

experiences of acculturation and management of a bicultural identity (i.e. Trueba et al
1990, Gibson, 1988; Ogbu, 1979).
The review will start with a general discussion of relevant issues surrounding
cultural transition of minority students which includes the significance of adolescence as a
life stage. Subsequently, the study will consider the meanings associated with the
concepts of acculturation, accommodation and social integration, and how these concepts
have been employed and discussed in the literature.
Both problems and prospects of acculturation and social integration of minority
youths will be considered. This review will conclude with a focus upon recent
perspectives that question past notions of "culture related disorders" and underscore the
importance of helping youths to achieve cultural awareness and cultural integration. The
more optimistic goals and possibilities of youths acquiring positive bicultural identities and
challenging ethnocultural hegemony will be emphasized.
As in the prior section, the literature review will be followed by insights from the
group interviews with the youths. The analyses of the meetings focus upon the major
substance of the youths' conversations concerning their adaptation to urban Canada.

Cultural Transition of Minority Adolescent Secondary Students

The issue of the education of immigrant and minority youths has involved not only
educators but sociologists, anthropologists, psychologists and even philosophers. Areas
of interest have ranged from micro level concerns of: equity in testing and trackingallocation of classes (e.g., Samuda, 1983,1984), appropriate teaching methodologies that
take the cultural background of the child into consideration—culturally responsive
education (e.g., Tharp, 1989), studies on the relationship between self esteem or self
concept and ethnic identity (e.g., Akoodie, 1984), issues of second language education.
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bilingualism and minority student empowerment (e.g., Cummins 1987; Ashworth 1992),
and the social/psychological effects of migration and culture shift on youths (e.g.,
Ramacharan, 1975; Cropley, 1983).
Social scientists interested in more macro level concerns emphasize the individual's
experience in relation to the histories of ethnic groups as collectives. They examine issues
such as the implication of social policies and practices on adjustment and social integration
and identify competing ideologies and explanations of how ethnicity and race relate to the
dynamic socio/political and economic fabric of Canada (e.g.. Porter, 1965; Li, 1988).
Inquiring into the goals of immigrant education, Beck, an educational philosopher,
acknowledges fundamental concerns around the psychological adjustment of the individual
in relation to the new society. Though he acknowledges the need to focus upon the
practical difficulties of the immigrant-language learning, initial economic problems, etc.,
he asserts that beyond these issues are also personal dilemmas of "culture, societal living
and values" (1975, p. 17-18). Beck suggests that when encountering a very different host
society there is some ambivalence about the objective of migration itself and he
underscores the struggle of adaptation, asserting:

... in fact, however, there is often a great deal of uncertainty about the objective
(migration); by far the most important task of immigrant education is to help the
immigrant sort out his values and goals, develop a self-identity and psychological
maturity, and resolve his problems of national identity and culture change. Neither
study of the old, or study of the new will be at all adequate to his needs. His
problem is the making of the transition from the old culture to the new (1975, p.
17).
These observations seem applicable to immigrants today. Newcomers to Canada
are clear that they are willing to endure the uncertainty of life in a new land for reasons of
economic betterment and/or political freedom. However, this drive for greater social and
economic security may not quell the personal uncertainties that arise when experiencing
cultural dislocation and hurdles such as discrimination.

93

Furthermore, as more and more newcomers to Canada come as refugees rather
than as immigrants and come from less industrialized countries-where the social distance
to Canadian society is greater-the effects of social relocation may be even more profound.
Moreover, it is important to realize that for youths, whether refugee or immigrant, the
decision to leave was usually not in their hands-though the immigrant child, to differing
degrees, may possibly have had more consultation and preparation than a refugee.
Whilst the immigrant parents focus on enhancing social status and lessening their
vulnerability through job opportunities, the youths, often with pressure from families, are
preoccupied with their development and success at school. As Beck identifies, along with
these achievement goals the newcomers are also faced with realigning their past
experiences, values and identity to their new situation in a particular socio/political
Canadian multicultural landscape. For migrant adolescents who are at a particular stage of
identity development this adjustment is felt to be a particular challenge.
Despite cultural differences in the concept of adolescence, (not all cultures
recognizing it as a particularly turbulent developmental stage), achieving a sense of
identity, and a growing concern for the acceptance and influence of peers seem to be
common characteristics of this age group (Rosenthal, 1987). Moreover, the phenomenon
of inter-generational conflict, that is emphasized in Western societies is also applicable to
these youths. The youths must reconcile the different norms and values of their families'
cultural background with the Canadian youth culture and social milieu of which they are a
part

Significance of " Adolescence” to Minority Youth Identity Development and
Acculturation.

The concept of adolescence, depicted as a time of psychological

instability and inter-generational conflict, has largely been considered a phenomenon of
western industrialized societies (e.g., Berger, 1984). However, inter-generational conflict,
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traditionally weaker in places such as rural Asian societies, may increase as western
culture and modernization spread (Schiamberg, 1969, cited in McClaren, 1991).
Social psychologists have explored adolescence as a life stage. Rapid physical and
cognitive changes and increased social expectations and challenges as adolescents take on
adult roles in complex highly differentiated societies supposedly make adolescence a time
of psychological turmoil. Adolescents face new responsibilities at the same time as
experiencing a stronger drive to assert their own wills. They are faced with making their
own decisions and accepting new challenges whilst still managed by the guidance and
control imposed by adults (Rosenthal, 1987).
Erikson has been at the forefront of depicting adolescence as a life stage
characterized by a complex relationship between the intrapsychic, cognitive and cultural
factors that influence personal development. He has explored the process of identity
formation in youths arguing that adolescence: According to Erikson, although identity
formation occurs throughout life, adolescence is a particularly crucial time for its
development. It is during this time that youths reintegrate their childhood experiences
with a developing awareness of their natural drives and potentials to define social
opportunities and prospects (Erickson, 1965; Rosenthal, 1987; McClaren 1991).
However, Erikson's theory has also been criticized for its "impoverished"
conception of society and "normative model of identity that is class, race and sex-bound"
(Slugoski and Ginsburg, 1989, p. 37). For instance, Slugoski and Ginsburg stress the
contextual nature of identity suggesting what needs to be considered is:

A shift in attention, from treating Eriksonian "identity" as a deep-seated
psychological universal...to focusing more on the cultural and social structural
parameters which produce different criteria for socially desirable patterns of
explanatory speech...One’s sense of personal continuity is grounded in the
continuity created in the self-narratives one generates reinforced by the stability of
one's social network and one's society and its institutions (1989, p. 50-51).
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In more traditional and homogeneous societies the establishment of self-identity
and initiation into adult roles can be less complex than that of a society with greater social
differentiation and a more diversified set of values and beliefs. In the former societies,
social structures and rituals often exist to facilitate the process of moving from youth to
adulthood. The parent-child conflict common to Western societies is attributed to the
move from gemeinshaftlich "community" to "geshellschaftlich "society" (Berger, 1984).
Berger proposes that the urban-industrial-mobile-societies do not have the same forces of
gradual emancipation for youths to the community. Rather, discontinuities in experience
between youths and their families and rapidly changing values and expectations, have the
potential for family breakdowns and inter-generational conflict (McClaren, 1991, p. 64).
Immigrant youths may have come to Canada from communities where intergenerational conflict was minimal. In their new situation, however, not only do the
immigrant youths face the same challenges as other Canadian teenagers, but they also
often contend with the discrepancy between the expectations from the dominant culture
and subcultures (e.g., youth subculture) to which they are exposed as well as the
competing claims of family and ethnic community and their ideas of appropriate youth and
gender behavior and development
As the group discussions illustrate, immigrant teenagers, like all youths, have a
strong desire to be accepted amongst peers. At the same time, however, especially in their
uncertain situations, and coming from cultural backgrounds where strong familial values
are characteristic, they have a need to retain a closeness to their families. How do these
youths handle these tensions? And how do they respond to the discontinuities in
expectations and behaviors, and the vague or conflicting messages about appropriate
conduct, attitudes and values?
Recent research, especially that coming out of ethnographic studies, suggests that
these youths may experience adaptive acculturation without relinquishing their identities
and suffering debilitating social alienation and acculturative stress (e.g., Gibson, 1988).
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Other studies do still point to persisting vulnerability for certain groups of immigrant
youths which are labeled "at risk" (i.e. Lee, 1992). But it is important not to characterize
all immigrant youths, whatever their situational context, in the "at risk" category.
As the empirical data following this review highlighted, the youths in this study
discussed tensions related to being a part of two cultures. However, the adolescents also
showed the potential for a perceptive awareness of cultural differences and illustrated their
ability to critically reflect on both their own culture and what they perceived as
"mainstream" Canadian society. Their thoughtful analysis seemed to help them to deal
with the ambiguities and conflicts they encountered and to adapt to their new
environment
As will be discussed later in this section and in the conclusion, this type of cultural
analysis is vital. Moreover, it can be encouraged in the schools and can help the youths to
turn their bicultural experiences into the advantages of open-mindedness and critical
thinking rather than the disadvantages of negative "culture-related disorders" and stresses.

Exploring Terms

AppMltyrgtipn

Meanings of the Term and areas of Interest. The concept of "acculturation"
was initially utilized by anthropologists and later employed by psychologists and has been
written about from varying theoretical and ideological perspectives. Thus, it tends to have
various meanings that need to be clarified before examining the research.
Berry (1980) claims the term was formulated by anthropologists as early as 1880.
Anthropologists' interest in acculturation has included analysis of both individual and
group cultural change. Keefe asserts acculturation described ..."one type of culture
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change, specifically change occurring as a result of continuous contact between cultural
groups. The process of change may occur in one or both groups" (Keefe, 1980, p. 86).
The term was used to refer to cultural change occurring in whole communities
brought about, for instance, through colonization. Given the hegemonic nature of colonial
relations, acculturation thus involved an asymmetrical power relationship. In this sense,
acculturation is not a politically neutral term as it appears to be treated in social
psychology. In Canada, for instance, indigenous peoples were dominated by colonial
powers and therefore, in this context, "acculturation" would appear to be synonymous
with assimilation to Anglo society.
The focus of social psychologists has been more at the micro-level, examining the
adjustment processes undergone by individuals' who experience cultural change. In North
America, these researchers commonly employed the term to explore minority individuals'
"adaptation" to a dominant, usually urban, majority culture (Berry, 1980: Keefe, 1980).
These studies often assumed acculturation to be unilineal, with the minority
individual gradually moving towards an adaptation of the majority group's expectations
and norms. For the most part the researchers' ideologies went unexamined. However,
they appeared to assume an assimilationist perspective and often did not appear to
question the hegemonic assumptions.
Some social psychologists, such as Padilla delineate a more "multidimensional
model" (e.g., Padilla, 1980). Such an approach appropriately acknowledges that change is
not necessarily a single unitary process. Rather, it is guided by factors such as cultural
awareness and ethnic loyalty. For instance, successive generations may not necessarily
become more acculturated in all respects. They may choose to retain or rediscover certain
cultural behaviors guided in their choices by their attitudes, sentiments and cultural
awareness toward both the culture of origin and the host culture (Padilla, 1980, p. 48-49).
The latter perspective acknowledges the idea of "integration." As the section on
multiculturalism will highlight, more recent notions of acculturation emphasize how the
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term is distinguishable from "assimilation" by its focus upon "integration" and "mutual
accommodation."

Adaptation and Integration

The terms "adaptation" and "integration" are often employed along-side
"acculturation" to refer to Native or immigrant minority persons' adjustment to the larger
society. They have also been vested with various meanings.
Berry suggests "adaptation is the final stage of successful integration proposing
that there are three stages in cultural transition: contact, conflict, and adaptation, and that
adaptation "refers to a variety of ways in which to reduce or stabilize conflict." (1983,
P-67).
Roberts and Clifton are sociologists focusing upon group behavior. They
distinguish between the concepts of "adaptation" and "integration" and propose that
"adaptation" refers to "the attempts of particular ethnic groups to organize themselves and
act in ways that optimize their individual and collective interests" (1990, p. 123). On the
other hand, they conceptualize "integration" as the process of adjustment which various
ethnic groups are compelled to make to accommodate the interests of other groups.
Rather than perceiving adaptation as a stage of integration, they believe that there is an
inherent tension between the concepts.
Boucher describes integration in a more general way, asserting that it is that which
"occurs when different groups maintain their cultural identity in some respects, but merge
into a super-ordinate group in other respects" (Boucher, 1982, p. 26-27).
The philosophy of cultural pluralism, as espoused by the Canadian multicultural
policy, ostensibly is guided by an assumption that integration of "minorities" does not
imply "assimilation," or forfeiting one's cultural identity. Rather, it seemingly suggests that
both the minority and the larger society undergo accommodation to each other. As
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mentioned in the introduction of this study, government reports stress that it is a national
policy of multiculturalism to attempt to foster integration and pluralism, and to gain public
support for cultural and racial diversity which:

...allows newcomers to participate in the larger society without having to give up
their historical and cultural identities, (Canadian Task Force on the Mental Health
of Immigrants and Refugees, 1988, p. 98).

Acculturation may be thought of as the process of cultural accommodation or
"evolution" that immigrant or indigenous individuals undergo in order to become socially
integrated into the host society. However, in a nation that espouses multiculturalism,
"integration" also involves "accommodation" to different ethnic groups by the dominant
institutions to facilitate this process. This notion of integration supposedly provides more
opportunity for minority cultural expression and thus entails a more equitable relationship
between minority and majority groups. These ideas will be further discussed in the
following section on multiculturalism.

The Process of Acculturation

Having explored how the concept of "acculturation" has been interpreted, attention
can be turned to how it has been studied by social scientists. Generally, researchers
studying acculturation have explored how individuals experience new challenges in
language and communication and behavioral expectations, develop cultural awareness, and
modify their cultural perspectives and behaviors to incorporate aspects of the new culture.
They have also explored the affective aspect of cultural transition, such as degrees of
satisfaction and types of acculturative stress.
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Anthropological studies, and some sociological research (e.g., Trueba et al, 1990;
Gibson, 1988,. Jordan, 1984; Erickson 1987) have involved in depth qualitative
ethnographies or interviewing. Methodologies such as ethnographies are interpretive and
contextual and better able to record the dynamic and complex processes of acculturation
and to gather the nuances and contradictions of complex intercultural interactions. These
studies are also more apt to center their work within a consideration of broader theoretical
and ideological issues examining the prospects, problems and possibilities of minority
groups within the larger society.
Qualitative research, especially as manifested in ethnographies (e.g., Gibson, 1988;
Ogbu, 1984; Trueba et al, 1990; Peshkin, 1991) has been helpful in interpreting
experiences and identifying not only the nature of the problems, but the prospects inherent
in becoming bicultural. They also illustrate the positive adaptations that immigrant youths
and families accomplish, and their ability to find a way to balance cultural priorities and
acculturative demands.
Social psychologists have tended to place more emphasis upon quantitative and
measurable methods and given less consideration to ideological concerns (e.g., Boucher,
1982). Their perspectives quite commonly are based in a "behavioral framework" and
they propose behaviorally oriented programs to improve cross-cultural interactions and
experiences.

From Culture Shock to Cultural Transition

Social psychologists, may, however, provide concepts and categories that can be
of use in conceptualizing and exploring the processes of cultural transition. Research in
social psychology has also included identifying stages and characteristics of adaptation
experiences. For instance, the concept of "culture shock" has been employed in
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anthropology and psychology to refer to the initial responses to exposure to and presence
in a new cultural environment (Oberg, 1950 cited in Boucher, 1982).
Other theorists have attempted to find means of articulating and explaining the
processes of developing cultural awareness and experiencing cultural discontinuities.
Diaz-Guerrero (1987) uses the concept of historical-socio-cultural premises (HSCP's) to
refer to cultural beliefs, values, behaviors and perspectives. He employs the term to
inquire into how individuals become aware of HSCP's and experience cultural conflict
Social psychologists have also been particularly active in identifying problems,
symptoms and factors of "acculturative stress." It may be underscored, however, that
acculturation and integration can involve not only problems but prospects. Acculturation,
adaptation and social integration are undoubtedly dynamic experiences that resist being
conceived in terms of linear stages or tight adaptive patterns. It is also essential to
recognize individuals' unique responses to change and the various contextual factors that
affect adaptation such as: i) how long they have been in the host country; ii) where they
came from; iii) particular situation on arrival (i.e. familial support system, socio-economic
status); iv) and, the status and size of ethnic community in the new location. From a
qualitative and "anti-essentialist" perspective, caution must be taken not to develop
categorizations that obstruct recognition of the diversity of responses and importance of
context.
For instance attempts have been made to identify adaptation patterns of particular
groups. Lee and Cheong (1992), after interviewing a number of Vietnamese youths, claim
that four adaptation patterns can be distinguished. The four pattems-assimilator,
retreatist, bicultural limbo, integrator-ostensibly illustrate the different responses
Vietnamese youths have in their cultural transition (p. 18).
Although varying adaptation patterns may be evident, strict classifications may fail
to acknowledge how individuals' responses depend on the context. Thus, newcomers
could portray behaviors characteristic of one type in a certain situation and depict those of
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another pattern in a different context These arguments do not imply that we disregard all
attempts to identify processes of cultural transition. Rather, they suggest maintaining an
awareness of context and individual and group differences.
In this qualitative research, the youths’ discussions did reveal certain common
features of cultural transition. These included elements of what social psychologists
called "culture shock." Other common features included the development of cultural
awareness and both tensions and positive prospects involved in becoming bicultural.
members of the dominant culture.
The youths acknowledged different values and role expectations in the new
culture-for instance in regard to gender. Though some feelings of "disorientation" about
cultural differences were evident, for the most part, however, the students had been here
for at least a year and seemed to have moved forward from the initial stage of culture
shock. Rather, the conversations made apparent the potential of these youths for "cultural
analysis" and their ability to be reflective and resourceful as they adapted their
backgrounds to the new environment

Developing Cultural Awareness. The concept of "culture" includes shared
modes of understanding and beliefs that influences perception, feelings, values, attitudes
and behaviors. Diaz-Guerrero uses the term "historical--socio-cultural—premises"
(HSCP's) to describe "cultural traditions concerning values, beliefs, and behaviors" (1987,
p. 239). He also explains that many HSCPs are unconscious or semi-conscious
psychological and behavioral patterns that are often taken for granted, especially if
individuals have been socialized in a homogeneous society. These HSCPs are frequently
not verbalized, though verbalized more in some cultures than in others (1987, p. 239-240).
Social scientists, through ethnographies and other means such as Diaz-Guerrero's
analysis of proverbs, morals, dictums etc., reveal and articulate HSCPs. As an example,
Diaz-Guerrero suggests that HSCP’s from the United States involve stress upon values
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and behaviors that emphasize autonomy, individualism, independence and competitiveness
(1987, p. 239-240). His study showed how these conflicted with Mexican Americans'
focus upon a group orientation.
For immigrant and other minority youths, interaction with the dominant and other
cultures can initiate a heightened cognizance of their own cultural beliefs, values and
behaviors. The discussions held illustrate how the youths did identify the cultural
perspectives of their community and compared these with characteristics they perceived
were representative of Canadian culture.
As a section later on will discuss, a growing cultural awareness is an important
aspect of cultural adaptation. Students in the interviews in the study made apparent that
this process does occur spontaneously ; as the conclusion will suggest, it may be
encouraged in school programs. Successful acculturation is in some sense the process of
cultural evolution.
Christensen identifies the important point that cultures are not static but evolve.
She talks about culture as consisting of:

...the life-styles and behavior patterns that groups develop in response to the
economic, social and political forces that they face in a given society. Thus,
immigrant cultures change over time, depending on their perceived degree of
acceptance, rejection, or oppression. (1992, p. 247)
Contemporary perspectives are recognizing that the process of acculturation
involves the potential of critical "cultural analysis" to enable the reconciliation of crosscultural discontinuities, the development of positive bicultural identities, and the evolution
and development of "new ethnicities."
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Problems. Prospects and Recent Perspectives

"Culture Related Disorders"

Earlier literature on cultural adaptation, however, was not so optimistic. It
focused upon how the cultural discontinuities left minority youths feeling marginalized,
alienated and prone to an "identity crisis."
In the sixties, seventies and eighties, researchers interested in the education of
immigrants in culturally diverse nations such as Europe, North America and Australia,
emphasized what the literature has called "culture-related disorders" (Cropley, 1983).
Researchers cite psychological concerns such as marginality, low self concept, feelings of
insecurity, inferiority and discomfort culminating in identity crises. Inter-generational
conflicts, feelings of rejection, and perceptions of their own culture as inferior have been
given as factors that compound adjustment problems of immigrant and minority youths
(e.g., Erikson, 1965; Samuda, 1984; Akoodie, 1984).
From a British perspective, Cropley suggested that for the most part the immigrant
"falls between two worlds." He asserted that they face marginalization, encounter
discrimination, and are left with feelings of bewilderment about their personal identity.
They face disappointment in both the host society and themselves. He implies both first
and second generation immigrant children develop some degree of these emotions,
although he believes that such feelings only intensify to an anti-social extent in a minority
of cases (1983, p. 104).
Camilleri (1986), discussing minorities in Europe, suggests that it is the second
generation youngsters that have the most severe problems since they can feel alienated
from both their ethnic background and the mainstream society of which they are a part
He implies that even though they are bom in Europe, in many cases the families, and thus
the youths, lack the appropriate means of understanding Western codes. Additionally, he
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suggests, the youths may have a poor knowledge of their culture of origin as they are
exposed to it only through family and immigrants (and not first hand experience in the
country of their relatives' birth). Moreover, these relatives have been separated from
their culture by both time and distance. Thus, they may have failed to acknowledge its'
continued evolution during their absence and be susceptible to not just preserve it, but to
do so in an extremely rigid manner - a tendency among people who feel their culture is
threatened (1986, p. 81).
How have social scientists interpreted the experiences of immigrant youths' in
Canada? Researchers like Ramacharan have supported the European studies and
suggested immigrant Canadians suffer stress from cultural discontinuities "as they come
into contact with norms and values that are in contradiction to their own learned
behaviors" (1975, p. 99). Akoodie also portrayed an unsettling picture asserting:

In seeking acceptance from the majority group and their peers, immigrant children
frequently find rejection and may become despondent and suffer from ambivalence,
inferiority, hypersensitivity, and guilt feelings arising from giving up their
identification with their families. The adjustment is often disruptive, leading to
personal disorganization, loss of identity, and lack of self confidence" (1984, p.
254).

Akoodie contends that children who interact with both the beliefs and attitudes of
their families and those of the wider society face conflicts from living in two worlds: "the
home environment, in which they are seen as too Canadian, and the Canadian
environment, in which they are seen as too foreign" (1984, p. 254). This situation, he
feels, puts them at risk of marginality. Though suggesting research findings of negative
level psychological functioning are contradictory, Akoodie contends that immigrant
children have a greater tendency toward identity problems and low self concept1

1. Moodley in questioning past notions of minority experiences in the schools suggests that there has been
an over emphasis of the issue of negative minority "self-concept". Moodley proposes that "self esteem" is
nurtured not simply from "cultural recognition"—and hence a focus upon cultural material in the
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A Canadian task force on immigrants and refugees stresses that migration can be a
traumatic experience for students of all ages, but particularly for adolescents (1989).* 2 The
report suggest that studies indicate that at the extreme level of the stresses associated with
adolescent migration is alcohol abuse, delinquency, depression and drug addiction.
(Canadian Task Force on Immigrants and Refugees in Canada, 1989 b, p. 6).
According to Lee in a recent study entitled The Dilemma of New Canadian Youth,
"the consensus in the literature is that new Canadian youth, especially refugees, are viewed
as "at risk" (1992, p. 13). He suggests that the term "at risk" refers to those youths who
have a tendency to drop out of school, possibly commit delinquencies, to suffer from
psychological/psychiatric problems, possibly leave home and end up as street youths, or
become involved in gangs. In general it refers to those who are likely to become marginal,
anti-productive members of society.
Poverty and lack of "social capital," Lee suggests, put these "new Canadian"
youths at risk (Lee, 1992). Social capital, Lee explains, includes the nurturing ability of
the parents and quality of family life, available adult role models and parental educational
attainment, as well as access to health, educational, recreational and social services and to
career and economic opportunities. Lack of this social capital, Lee proposes, may deny
youths the support they need to have a stable adolescent life and to succeed in school
(1992, p. 12-13).
Lee also stresses that adolescent immigrants are particularly at risk of "identity
conflicts" (1992, p. 16). These problems are supposedly compounded by familial stress
from adaptation pressures, poverty and the difficulty of parenting in a new context which
contributes to increased family conflict Other problematic factors cited for these youths
curriculum, but from "mastery over one's life" and educational success (1986, p. 71). She states
"competence not culture", is the major concern of minority group parents" (1986, p. 70).
2. They emphasize what Lee calls the "double jeopardy" wherein developmental changes and identity
formation characteristic of adolescents, when coupled with significant situational changes, has the
potential to promote "cultural identity crises" (1992, p. 6).
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result from lack of language skills and a school system that may not be able to respond to
the fact that the youths may not only have no English but may have possibly experienced
an interrupted education.
Social alienation, increasing frustration at school, a lack of a sense of identity and
belonging are purported to put youths either at risk of dropping out of school or having
behavior problems and being expelled. This school failure increases the youths' risk of
joining anti-social gangs for identity and belonging. Moreover, as Lee asserts, these
factors can lead the youths to a dismal future as "education, at least high school
graduation, is minimal for successful status acquisition in Canada. If adolescents leave
school before graduation with poor English language skills it is a sentence to life in the
underclass" (1992, p. 31).
Smiley, concentrating on Central American youths, also warns of the
vulnerabilities of a number of refugee youths. These vulnerabilities involve posttraumatic-stress-syndrome, unstable family patterns due to adaptation pressures, and
feelings of alienation (Smiley, 1989).
In both Smiley’s and Lee's studies, the intention of their focus upon the newcomers'
problems is to call for social and educational services to be more responsive to the special
needs of immigrant youths. Clearly, social and educational programs need to be flexible
and culturally attuned to provide the opportunities for youths to achieve at school and to
integrate into society successfully. However, although studies that focus upon "culturerelated disorders" alert us to the vulnerability and special challenges these youths face,
caution should be taken to consider not only the negative responses and symptoms.
There is no such singular group as "New Canadians." Immigrant youths come
from a variety of ethnic backgrounds, social classes and familial situations. Many come
with advantages of strong families and extensive community networks of which many non¬
immigrants may not have the benefit Certain groups such as the Hong Kong Chinese
immigrants are from fairly affluent backgrounds. Other youths may not come from
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prosperous backgrounds, or have parents with the cultural, language and education
background that are considered important "social or cultural capital" in our society.
However, they may come from homes rich with their own cultural values and with caring,
support and encouragement which offers benefits that should not be underestimated. The
presence of these qualities became apparent in the youths' discussions.
The interviews with the students did show that these are often adolescents with
special needs. A number of the young people who often feel a sense of loss of their
homeland and close ones they have left behind. Refugee students may have an even
greater sense of loss, having possibly been victims or associated with victims of political
repression and other trauma. However, the other side of the story is that these are also
youths with active minds nurtured by their experiences of crossing continents, of
experiencing different social and cultural contexts, and of challenging their ideas and
emotions as they try to adapt to new circumstances. These are also teenagers with a sense
of hope, dignity and determination.
Although a few of the youths in this study were labeled "at risk" (i.e., some of the
Vietnamese and Central American students were chosen for a summer youth program for
"at risk" youth), the immigrant and refugee youths in this study were those who were still
actively participating in school. When asked, most of the youths mentioned that their
experience with school was satisfactory. Despite a number of the youths' fears of not
being able to receive a secondary school certificate, and some apparent frustrations with
schooling, in general the youths in this study did not appear to exhibit the symptoms of a
more crisis "at risk" situation.
Undoubtedly, the existence of gangs,3 drop out rates and other factors reported in
studies, point to problems immigrant youths face and to reasons for scrutinizing social and
educational services for their responsiveness, or lack of responsiveness, to these students'
needs. Indisputably, it is fundamental for society to provide the channels for these youth
3. The gang phenomenon may be exaggerated by the media.
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to obtain "social capital," such as language, education and other types of support, to
enable these minority youths to further and follow their goals. Yet, it is also significant to
be aware of the strengths of many immigrant youths, their potential to develop healthy
bicultural identities and admiral qualities of open mindedness and critical thinking. We
need to also recognize the numerous cases of immigrant youths overcoming barriers and
their examples of successful adaptation, integration and accomplishments in school and
occupations.

Prospects and Recent Perspectives
Ethnic minority students can assimilate essential aspects of mainstream culture
without surrendering the most important aspects of their culture or becoming
alienated from it (Banks, 1986, p. 24).

Recent qualitative studies of immigrant youths have undermined the inevitability of
"cultural related disorders" (and perhaps under-achievement) due to being a part of two
cultures (e.g., Rosenthal 1984; Bullivant, 1987; Gibson, 1988; Trueba et al, 1990; Caplan
et al, 1991). Rather they have illustrated incidents of how minority students can, and do,
manage to reconcile the cultural discontinuities they experience and to successfully
accommodate the larger society's values and behavior patterns at the same time as not
relinquishing their own identities. Moreover, these studies identify the significance of
students' attitudes, the importance of building upon cultural strengths and the potential
advantages of biculturalism.
Rosanthal (e.g., 1987) has been optimistic about the adjustment of minority youths.
From a study of second generation immigrants in Australia she concluded that immigrant
teenagers acquire a variety of strategies to cope with exposure to two cultures. In some
cases, she suggests, the primary ethnic group is the most salient group for identification;
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whereas in other instances, the youths vacillate between dominant and primary groups
managing to adapt their culture and identity according to the context. She concludes that:

Whatever the strategy, the old assertion that biculturalism inevitably leads to
conflict and maladjustment needs to be questioned. Research increasingly shows
that adolescent children from minority groups are not fated to suffer intense
psychological distress because of conflicting cultural norms (1987, p. 178).

Rosanthal's study deals mostly with European minorities of Greek and Italian
background. Undoubtedly, there are substantial differences between these cultures,
especially rural Mediterranean groups, and the dominant Anglo-European culture.
However, the cultural differences and experiences for these groups may not be as great as
for youths arriving in Australia, North America or Europe from, for instance, a rural
peasant or agricultural Pacific Island, African, South Asian or South East Asian
community. These students may also not experience as great a degree of exclusion and
racism as "visible minorities"
Gibson, studied a South Asian Punjabi agricultural community. Gibson’s study
argues that marginalization, alienation and identity crises, from exposure to two cultures,
may be undermined when groups consciously "acculturate without assimilation." Studying
Sikh youths in California, Gibson suggests that these teenagers were able to take an
additive rather than subtractive approach to acculturation and thus not pose a threat to
their minority group identity.4
Yet, Gibson admits that students that come from India in their teenage years,
though still seemingly coping with acculturation and identity challenges, are the most
likely to have difficulty in schools. More than just being an issue of having to grasp with

4. She compares this phenomenon with "involuntary" minority students who may be more likely to view
school learning with acculturation and acculturation with assimilation, and thus feel a greater threat to
their identity (1988: p. 189) Ogbu distinguished between immigrants and "caste-like" or "subordinated"
minorities-groups such as Afro-Americans, Indigenous Americans and some Hispanics (for instance
Puerto Ricans) who were involuntarily incorporated into North America.
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language skills and obtain academic credits for graduation, this factor is also attributed to
the youths' position of having to deal with cultural transition during adolescence.
In focusing upon second generation youths, Rosenthal was also exploring the
experiences of children who have grown up exposed to two cultures and who have
gradually been "weaned" into biculturalism. Youths who immigrate during adolescence do
not experience the gradual weaning into biculturalism. Rather, their new cultural
landscape has provided them with an array of new and often conflicting perspectives,
behaviors and values. As they come to take on adult identities and have new
responsibilities they are faced not only with having a new social position as a minority in
for example the Canadian society, but with new choices of what to believe and how to
behave. They face the additional element of culture shock and the abrupt disruption of
their familiar social and cultural environment and perspectives. Second generation
immigrants may also be faced with being a part of two worlds, but their ethnic
socialization in the Canadian context happens throughout their childhood.

The Importance of Cross-Cultural Analysis

The challenges involved in cultural change can affect the youths' ability to
successfully adapt and succeed in school. On the other hand, as the discussions in this
study illustrate, these minority students can manage the transformations they face by being
reflective about their cross-cultural experiences. The hurdles minority teenagers face can
be eased by school efforts that attempt to assist them in this process of "cross-cultural
analysis."
Trueba et al in discussing the adjustment of Hmong's from South East Asia in the
United states, acknowledge that immigrant and refugee families' success depends much
upon their ability to overcome the cultural conflicts associated with drastic culture changes
(1990, p. 21). The idea of "cultural therapy" was proposed by the Spindlers (1987a).
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This notion is a recognition of the importance of helping youths to obtain an integration of
cultural values acquired during early socialization, with the new values and behaviors
gained in their adjustment to the host society (Trueba et al, 1990, p. 137).
Terms such as "cultural therapy" and "reflective cross-cultural analysis" refer to
ways educators can be more aware of cultural discrepancies immigrants are facing, and
can help them to develop the competencies to function in new and diverse cultural
environments without loosing a sense of their own personal identity (Trueba et al, 1990).
Developing cultural awareness is a vital process of successful cultural adaptation.
Youths moving to a new cultural environment can benefit from educational programs,
which could include classroom activities that assist them in both discerning the
discontinuities they are experiencing, and in engaging them in dialogue towards
reconciliation of the disparate values and behaviors they encounter.
A popular approach to cross-cultural training is to attempt to identify and classify
contrasting cultural characteristics. In pointing out cultural features common among
various cultures, and how these contrast with another society (e.g., individualism vs.
communalism), social scientists hope to assist those interacting with "culturally different"
others to be more conscious of behavioral and value discontinuities. In turn, this
recognition supposedly enables a greater ability to both comprehend an experience from
the other's perspective as well as accommodate certain beliefs or practices (e.g., DiasRodiriguez, 1987).
The ideas of cultural therapy and cross-cultural analysis, discussed by Spindlers
(e.g., 1987a) also depend upon identifying and illuminating cultural discontinuities.
However, this process aims to provide a sense of empowerment for minority individuals as
it enables them, in place of disorientation and confusion, to consciously modify their
cultural perspective in accordance with their present situation through identifying and
selecting values and behaviors from both cultures. This study illustrated interesting
examples of immigrants students' propensity for critical reflection and the evolution of
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their cultural perspectives and values. These ideas will be discussed further in the analysis
of the discussions and in the final chapter.

SchQQlinq and. Minority YggthS

This study focuses upon experiences of adaptation and intergroup relations rather
than upon the school performance of minority youths. However, both the qualitative
research and literature review accent the fact that adequate school experiences are
fundamental to the immigrant youth's positive adaptation and social integration.
The students' conversations illustrate how their hopes for the future are dependent
upon satisfactory secondary school experiences. Some of these youths already have
concerns that frustrations with schooling may inhibit attainment of their goals. As the
literature review highlighted, lack of satisfactory school experiences can leave minority
youths experiencing frustration with difficulties of finding employment and adequate
livelihood and possibly at greater risk of anti-social behavior (though this may be true for
all students not just minorities).
In the United States and Britain the issue of minority achievement and under¬
achievement in schools has received a lot of attention; the issue has seemed to have
gotten less attention in Canada.5 It is reported that in the United States, certain groups
such as Hispanic, Afro-American and Native Indians, have been proportionally over¬
represented in lower track classes and in dropout rates (e.g., Gibson, 1988). The same has
been the case for certain Asian and Caribbean groups in Britain (Swann Committee,
1985).

5. The lack of discussion of this phenomenon in Canada may be partly due to the fact that Canada does
not appear to collect as extensive data related to ethnicity. Thus the relationship between educational
attainment and ethnicity is not so readily available to do comparative studies. First Nations groups have
documented the high drop out rate of Native students. There has also been discussion of the "under¬
achievement of students of African descent" (i.e.,Samudaet al, 1984).
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To explain this phenomenon certain theories have gained acceptance. Social
reproduction or structural inequality theory emphasized how factors of systemic racism
and class bias contributed to under-achievement (e.g., Bowles and Gintis, 1976; Willis,
1977). Whilst, cultural discontinuity theory offered explanations of cultural mismatches
and its impact on minority youths school success (e.g., Tharp, 1989).
More recently, these theories have been found wanting, given the apparent success
of certain recently arrived immigrant groups. This trend is reported for groups such as
Koreans, Vietnamese, Salvadoreans, and Punjabis in the United States (e.g., Gibson 1988;
Caplan et al, 1992). Similar patterns have been acknowledged for certain groups in
Britain (Swann Committee, 1985) and in Australia (Bullivant, 1987).
Researchers have started to pay more attention to questions of how cultural
background can also contribute to school success. Rather than just focusing upon how
disparate cultural identities present discontinuities and thus disadvantage for the youths
(the momentum for educational discussions about culturally responsive education (e.g.,
Tharp, 1989) there is a growing recognition that certain minority cultural values and
behaviors have the potential to enhance the youths' school achievement
Despite the experience of cultural discontinuities for minority youths, in numerous
cases cultural values that emphasize hard work, perseverance, desire to achieve for family
honor, and family and communal solidarity, seem to assist these students in overcoming
educational obstacles and meeting academic goals, (e.g.,Gibson, 1988; Caplan et al,
1989).
In a similar vein, greater interest has also been given to the relationship between
educational attainments and attitudes. The contrast between attitudes of immigrants and
other minorities was highlighted by Ogbu (1979). Ogbu used the term "folk beliefs" to
refer to a group's ideas and beliefs concerning the opportunities accessible and attainable
to persons of their ethnic/cultural group (Ogbu, 1979).
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Ogbu distinguished between immigrants, and "caste-like" or "subordinated"
minorities-groups such as Afro-Americans, Indigenous Americans and some Hispanics
(as in the case of Puerto Ricans), who were involuntarily incorporated into the United
States. He suggested perceptions of racism, of limited opportunities, and feelings of
alienation and a denigrated ethnic identity, provoked negative attitudes and a resistance
to schooling. This in turn affects both the educational efforts and their educational
attainments of students (Ogbu, 1979, 1984).
The socio-historical experiences of an ethnic/cultural community are important
determinants of youths’ expectations and their "folk beliefs" and thus influence their
attitudes, outlook and efforts in school. In Canada the First Nations groups have been
particularly cast into a "subordinated" role and certain social perspectives and attitudes
may have arisen from their "caste like" status. The situation of Native Peoples shows
signs of changing today with their leaders acquiring education and working toward
change. However, three hundreds years of domination and cultural dislocation has left
significant effects on their communities.6
In contrast, several researchers have pointed out the "achievement’ type attitudes
towards schooling apparent in immigrant students. Bullivant (1987, p. 188) proposes that
immigrants' attitudes towards schooling are characterized by a "self-motivation syndrome"
that contributes to their success (although his focus was more on second generation
students). Discussing the Australian situation, but stressing it has wider implications, he
suggests that these attitudes are in contrast to Anglo students whose school behaviors
sometimes manifest a "self deprivation syndrome." The latter attitudes are typified by a
"lackadaisical" outlook towards schooling and lack of inclination to work hard (1987, p.
188). This attitude on the part of the Anglo-Canadians was also brought up by the
immigrant youths in the interviews. Bullivant further intimates that these contrasting
6. According to the Vancouver School Board, 8 out of 10 First Nations students do not complete
secondary school (Although it is not clear how many relocate, leave school temporarily, or transfer to
another learning institution). Friederes (1985,1990) discusses the situation of Native people in Canada.
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attitudes contribute to prejudice on the part of the Anglo students towards minority
students (1987, p. 3).
Gibson also speaks of an "immigrant school response pattern" and the need for
schools to be able to maximize this pattern. Building upon Ogbu's observations, she
suggests that it is not just certain "cultural attributes" that distinguishes immigrant youths
from "involuntary minorities," but rather that the contrasting adaptations and perspectives
of the two types of minority groups is "related to the particular historical context of
contact with the majority group," and the continuing experience of subordination of some
groups, and the contrasting perceptions of available opportunities" by immigrants (1988,
p. 34).
In her study of the Punjabis in California, Gibson emphasizes the importance of the
different classes of variables-cultural, contextual, and situational-and how they interact
to shape Punjabi adaptation (1988, p. 36). Exploring some of the literature on immigrant
entrepreneurship, Gibson points out variables used to explain socio-economic patterns that
may also be used to explore the "immigrant response patterns" to schooling. These
include: cultural variables-cultural characteristics that the youths bring with them to the
new society; contextual variables-general characteristics of the host society (also referred
to as structural variables); situational variables-the specific nature of the immigrant
situation.
Gibson borrows from literature that explains social mobility amongst certain ethnic
groups to explain the "self motivation syndrome" or educational success of many
immigrant youths include aspects such as: the relative appreciation of educational and
socio-economic opportunities (despite racism) in the new country-compared with the
homeland; the ethnic support and economic resources available to some immigrants
through social networks with co-ethnics that may help build a feeling of communal
solidarity and sense of strength (and may help when feeling excluded from the dominant
culture); a sojourner orientation-a feeling that it is always possible to take advantage of
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the educational and economic opportunities and "go home"--that may help deal with
diminished social status. Of course, this latter opportunity may not be a realistic
consideration for refugee youths (although home may be a place that they may hope could
become an option in the event of political transformation).
How do these positive profiles of immigrant youths' educational success relate to
the prior discussions of "new Canadians" tendency to be "at risk." Lee proposed that
many of these students were vulnerable to dropping out of school, possibly commit
delinquencies, ending up as street youths or becoming involved as gang members (Lee,
1992, p. 13).
An explanation for the disparity may be found in terms of varying contextual and
situational variables that shape not only the youths' response to adaptation but also their
responses to school. Moreover, as was discussed, it is important to recognize that there is
no singular group of "new Canadians" or "immigrant youths." Those that may be prone
to be "at risk" are students who could face particular disadvantages such as certain refugee
groups. For instance, as some of the Vietnamese youths mentioned, many students
arrived without the benefit of a strong community or family network.7
However, it is also important to be aware, as alluded to earlier, that immigrant
youths who arrive in their teens do have the added pressure, at a developmentally
challenging time, of simultaneously facing language barriers, cultural transition, and a rush
to achieve educational credits for graduation . Researchers who have addressed the
school performance of immigrant youths have stressed that those who arrive in the new
country in elementary school have a better chance of academic success (e.g., Gibson,
1988). As Gibson notes:

Newer arrivals, moreover, do far less well because the barriers in many cases
simply prove too great to overcome. Some of these barriers lie beyond the
7. Other refugees face tormenting effects of post-traumatic-stress syndrome from suffering under political
repression and other trauma.
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purview of school officials, but others relate directly to matters of school policy
and practice (Gibson, 1988, p. 197).

The barriers around policy and practice relate to providing youths with the
channels to meet their specific educational needs. Though, like second generation youth,
or those who arrived in Canada earlier they may possess the "self motivation syndrome,"
the educational and social climate does not always provide the youths with the channels
and support to meet their goals.
A significant part of the conversations about schooling that were held with the
youths in this study revolved around structural and policy issues. English as a second
language students' felt that ESL was ghettoizing them in the schools and had a low status.
They were also concerned that ESL courses were not counted for graduation credit and
thus inhibited their chances of getting the much desired high school certificate.

Significant Variables that Affect Adaptation and Acculturation.

The

conversations with the youths indicate that the varying contextual, structural, situational
and cultural variables of both individuals and groups fostered diverse acculturation
experiences. Significant contextual variables include where the youths came fromincluding the socio-historical experiences and status of their group and the size of the
ethnic community and its institutional completeness. The extent of development of a
cultural community will make an impact upon a group's potential to be more culturally
isolated, as well as upon the availability of support services. What Buchichani et al
propose for South Asians may also be true for other groups:

At the same time, several broad functions of community participation are
important to most South Asians. One of the most vital is that such contacts are an
important source of psychological support, especially for new immigrants and the
elderly...association with community-based friends and relations allows people to
feel at ease with others who share the same values, beliefs, and experiences as
themselves, and this lessens the anomie and alienation of the immigrant experience
(1985, p. 170).
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Other important situational considerations involve: how long the youths have been
in the new country-indicating their "stage" of adaptation; and the personal situation of
the youths on arrival-for instance background educational experiences and family support
networks.
Social class is also a significant factor. Alongside cultural characteristics, socio¬
economic status factors may reflect the extent of "social distance" from the dominant
ideology and culture. For example, in these days of rapid modernization and technological
linkages, an African or South Asian from a more middle class background may be
educated in English in a school system influenced by the British colonial period and have
been exposed to Western culture and industrial urban society. They will not feel the same
degree of discontinuities as a rural child from an agricultural background who has grown
up in a more traditional community and been less influenced by industrialization and
Western culture.8
Gender is another salient factor. The differing attitudes, values and behavioral
expectations around gender roles in various cultures suggest that the experiences of
adaptation may differ for girls and boys. Girls from more traditional cultures are faced
with reconciling the conservative roles their parents and community socialize them into,
and the growing feminist perspectives of schools and North American society in general.9
This factor was an issue for several of the groups of girls in this study.

8. The school culture, based upon middle class values and norms may conflict with the culture of working
class youth from various backgrounds.
9. Female members of numerous cultures are also reflecting and acting upon changing gender roles and
increasing equity.
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The Youths' Perspectives
The main difference is the way of thinking and how people communicate. In
Chinese culture there is a lot of humility; the parents are higher than you. In
English families they treat you more as friends (although my dad and I are friends
and we will play baseball together). My dad is a lot more open, but in more
traditional and conservative families they would not even play with the kids. In
Chinese families if parents say "no," it's "no" and you cannot say anymore. If you
say more it is talking back. (Chinese girl).
One of the biggest differences that we notice is how it is different between boys
and girls here. Latinos like women to do everything for them. Also in our
countries the boys always ask the girls out. Here the girls may ask the boys out
(Salvadorean girl).
Before I came here I never thought about culture. But after I have been here for
two months I began to think about culture and realize what it was (Salvadorean
boy).
When we first came here we were very scared. We did not know anything about
this country, it was like being put in another world. I was scared and lonely. I
escaped from Vietnam and stayed first in a refugee came. There I did not have
such a feeling of difference-e.g. the weather, time, place everything. Most of the
kids have spent time in refugee camps in Malaysia, Hong Kong or the Philippines
(Vietnamese girl).

The meetings with the youths explored the students' experiences of acculturation
and integration into Canadian society. As the prior analysis discussed, this study is not a
comprehensive ethnography that illustrates the everyday dynamics of how people manage
their cultural transition and bicultural identities. Rather, the conversations are recordings
of these groups of youths' perspectives as they recalled their experiences and chose to
share them at the particular time and place of the group meetings.
Moreover, as was mentioned in the introduction, the goal of listening to the
students' voices is not to essentialize about the specific experiences of any particular
group. Given the diversity of personalities and situational contexts, it seems preposterous
to consider research as able to produce a type of definitive description of attitudes,
perspectives or experiences of a particular group, be it Anglo Canadian or any immigrant

121

community. Rather, ideas and representations provided by individuals of the same
ethnic/cultural background may point to shared experiences within the group, and even
with other newcomers, which can illuminate the immigrant youth experience.
The individual and shared perspectives of these particular youths can be of value in
gaining an understanding of the phenomenon of acculturation and in raising inquiries and
ideas regarding how to promote smoother adaptation. The literature review has provided
a context in which to place the discussions and identified various processes and
components of acculturation and integration.
Relevant to this study is whether there are certain common adaptation
characteristics and patterns of experience. Despite the diversity within and between the
groups in terms of cultural, situational and structural variables, can any general themes be
distinguished? Identification of these could help educators, who have limited time (or
limited desire) to know about particular experiences of different groups or individuals, to
become help them to enter into their own dialogue with the newcomers and to be attuned,
sensitive and responsive to the immigrant students' experiences.
Before examining the dialogues, these common themes will be briefly mentioned.
The shared experiences include two components. Firstly, the youths' conversation did
reveal common processes of acculturation which have been discussed above-although the
emphases varied from group to group; and, secondly, certain similar cultural/behavioral
characteristics of the participating groups that distinguish them from the Anglo-Canadian
culture and can be identified.

Common Themes

Feelings characteristic of the "culture shock" phase, such as feelings of
helplessness and uncertainty, were expressed by the youths. These feelings were
portrayed in the experience of the Vietnamese boy above who spoke of being "scared and
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lonely." In all the groups, youths expressed the sentiment of helplessness that arose from
not knowing the language.
The phenomenon of the individual's heightened awareness of his/her cultural
background was also evident This factor is illustrated by the Central American youth
quoted previously who declared how he began to think about and realize what the concept
of culture entailed. Through various expressions, the youths illustrated a growing
awareness of their often taken for granted culture including its ideological and sociological
aspects. For instance, the Chinese girl also quoted previously highlights recognition of the
differing approaches to relationships between youths and adults; and the Central
American girl identifies changing gender roles.
Like many Western societies, the urban Canadian society emphasizes
individualism, independence, activity, egalitarianism and autonomy. Some individuals who
have grown up in communities (particularly in more traditional rural contexts) in Asia,
Latin America and Africa have been socialized in societies with different emphases in
social organization.10 There may, be for instance, more stress upon group inter¬
dependence with a greater focus upon affiliation. In some cases the society may contain
formal systems of relationships based upon ascription and authority (stressing affiliative
obedience versus self-assertion, hierarchical relationships versus egalitarianism) (Boucher,
1982). Interactions may vary in certain circumstances to being more intimate and
expressive and in others more formal. Some of these characteristics were identified in the
interviews.
During their experiences of adaptation, it became apparent that the youths are
making decisions about how to reconcile the sometimes conflicting values, norms and
expectations to which they are now exposed to in every day life. In doing this they are
participating in their own type of "cross-cultural analysis" and developing what Moodley
calls "new ethnicities" (Moodley, 1986).
10. This also may be the case for people from more traditional contexts from some European nations.
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Issues Discussed. The youths shared many perspectives on adaptation and
acculturation. Despite variations in what factors were emphasized, different groups
shared common themes.

The following subcategories seem to capture the substance of

the exchanges about cultural adaptation.
i)

Feelings and perceptions of initial arrival and what seemed significant in
adjustment (this included a growing awareness of their culture).

ii) Social relations in the context of the home community and Canadian society
(inclusive of family and intergenerational issues and gender relations)..
iii) Adaptations in schooling.
iv) Questions of integration vs. assimilation and feelings about their future
expectations in the North American context.

Latin American Group

It became clear that, as with most refugees, coming to Canada was not a choice,
but rather an alternative for the family to suffering some kind of persecution, danger or
difficult economic situation.
Central American youths, especially young men, have been categorized in some
studies as "at risk” (e.g., Lee, 1992; Smiley, 1988). Various reasons have been cited, for
instance: post-traumatic stress syndrome; being alone or having a lack of support in
Canada; and interrupted education that seems to make it hard to succeed in the present
educational system and to provide disappointment and dampen their future hopes.
Reports have urged that there be more social services to meet the needs of the vulnerable
youths who were at risk of severe depression and/or delinquent behavior (e.g., Smiley,
1988; Lee, 1992).
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Although a few of the youths were labeled "at risk" (i.e. they were chosen for a
summer youth program for "at risk" youth), the Central Americans in this study were, with
one exception, still in school. In these meetings the teenagers generally showed a positive
attitude towards their adaptation. Some talked about frustrations at school, but many also
talked about their positive aspirations for their future. Most of the youths in the group
had managed to master the basics of the English language, though the majority were still
in several ESL classes.
As with the other groups, the Central Americans discussed language problems and
adjustment to cultural differences, adaptations in schooling and perceptions of differing
social relations. Other themes that were particularly emphasized with this group and will
be illustrated in the following dialogues include : distinct experiences for girls and boys
and changing perceptions of gender relations; awareness of their particular social and
family relations and an appreciation of the strictness and support of families; social
adjustment to Canadian life style which included a feeling of lack of community and
differences in schooling.
The youths' attitudes towards adaptation exemplified the general theme of
"accommodation without assimilation." In spite of recognition of hurdles, these youths
did appear to have an overall positive outlook toward the opportunities that they saw
available to them. They were both critical of some of the traditional values of their
cultures (especially the girls in regards to gender issues) and fairly critical of what they
considered normal North American teenage behavior.
In the first meeting with the girls, the students joined together to give explanations
of why they came to be in Canada. Most of the Salvadoreans had arrived during the
height of the civil war and generally stated they had left "because of war in El Salvador."
A few youths expressed that they came to Canada "because families wanted a better future
for kids"—but this seemed to imply freedom from the fear of war rather than just economic
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betterment. A number of the youths stated that they themselves did not want to come; it
was the parents that had made the decision to leave.
Family reunification was another reason given for migration~also related to war in
their homeland. Usually a male relative, such as a brother, had come as a refugee to
Canada. The El Salvadoreans talked about forced recruitment into the military, as did the
Nicaraguan girl who claimed: "My family had left because they did not want my brother
to join the army."
In both the the girls' and the boys' group, after mentioning how they came to be in
Canada, they discussed the initial feelings and challenges they faced upon arrival in North
America.

Eselmgs and Perceptions on Initial Arrival and-SYiiaLSremed Significant.for
Adjustment. As with several of the other groups, the first theme that struck them was
the overwhelming demand of learning a new language. A number of the youths expressed
feeling "really dumb." Their sentiments included feelings of helplessness.

Having no English was very hard. I did not know how to buy books, to go to the
cafeteria, to move around the school. I did not understand my schedule. I used to
just go alone to the cafeteria" (Other students nodded in agreement) (Salvadorean
girl).
What was difficult was the school. I was kind of put with the other students and
all these Chinese. I was just given a schedule but did not know where to go. I hid
in the bathroom (Salvadorean girl).
The girls gestured in agreement when another Salvadorean girl acknowledged that
they quickly realized that "it was not enough to speak Spanish here." A number of the
youths had spent at least a short period of time in the United States in areas where there
was a large Spanish speaking population and even bilingual education. They spoke of
missing a place that they can go where everyone speaks Spanish (as in some US. cities).
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As one Salvadorean girl mentioned and others agreed "There is nowhere in the city we can
go to use Spanish." Part of their pleasure in spending time in the club seemed to be
because it was a place where both friends and several staff spoke Spanish. The club was
sometimes called "Spanish club."
Although the youths recognized they had to learn English, several of them still
expressed that they wished there were more bilingual people available to help with the
transition.

It would be good to have someone in the school who speaks Spanish in the
beginning for orientation. Having no English is very hard. We don't know how to
do anything like buy books, go to the cafeteria, find our classes, or fix our
schedules (Salvadorean girl).

Those who had been in the United States also missed the more accepted status
they felt their language was given in certain areas, and the fact that a number of English
speakers and others attempted to learn Spanish. One girl (who had been in the USA)
mentioned:

Canadians do not even think about learning Spanish. Even if they marry someone
who speaks Spanish (Salvadorean girl).

They all thought it was important to learn English and for them to practice any
time they could. Some of the youths were frustrated and blamed their parents for not
speaking English.
As with the girls' group, language was the first issue the boys brought up when
discussing adaptation. They also reflected upon feelings of inadequacy and helplessness
from not knowing the language.

We had to speak English the first day and we all felt really dumb. We started
learning English but we felt dumb, little by little we learned more. Some of us did
not really participate. It was like learning to talk again. But what I want is to
learn to talk well. What I want is to learn, I don't want teachers to always help.
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At the beginning you can not learn anything, then a few words, then every night I
would study. But my accent stays with me. But every night I practice to get rid of
my accent (Salvadorean boy).

A number of the youths expressed that they tried hard to practice and learn
English. Moving out of ESL as quickly as possible was a goal toward which they all
seemed to aim. As one Guatemalan boy expressed:

If people know you are in ESL then you are treated by other students and teachers
as if you are dumb and backwards.

The issue of the low status of ESL arose several times in the group meetings and
will be discussed later under schooling. Language was identified as a part of culture.
Several youths also concurred with the insight of a Salvadorean boy who suggested:

It is also a way of thinking. When you speak in English, you even feel different

A number of the students also recognized that they faced not only the challenges of
learning a new language, but faced different cultural norms around communication and
social relations.

We have to learn to communicate differently, not just the language, but the way
we are (Guatemalan girl).

Cultural Awareness, and Cultural Differences they Perceived. Several aspects
of the adaptation experience were brought up in the large group of boys and girls when a
facilitator asked: "What happens when we move to a new culture?"
A variety of answers from both the boys and girls included the phenomena of
culture shock. A few students uttered sentiments like "I feel like I am in another world"
(Salvadorean boy). Several of the youths also mentioned feeling very homesick in the
beginning.
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On the other hand, for some youths the feeling of culture shock on arrival in
Canada was less pronounced because they had spent some time in the United States. The
fact that the youths are from a Latin American culture which shares many Western roots
with North America was also brought up.

When we come here we do not really have to change our beliefs, for instance, we
can still be Catholic (Salvadorean boy).

The facilitators asked the youths to think about what culture meant to them, and
several youths nodded when one boy expressed:

Before I came here I never thought about culture. But after I had been here for
two months I began to think about culture and realize what it was. I think about
culture. It is about how we live in our household, our way of life, our dress, our
food, the way of thinking, way of acting (Salvadorean boy).

The facilitators picked up on the cue about understanding culture by prodding the
youths to continue to ponder about what they thought culture was and how they would
describe Salvadorean culture. The students responded first by describing the more
material cultural like food and dress. However, they were also quick to identify the
aspects related to social relations, customs and ideology and values.

Food, language, dress (Salvadorean boy).
It is something that happens because it is your custom. It is something typical that
you do often. It includes the type of food you eat, your choice of clothes. It has
to do with us liking fiestas and parties. Our dances are our culture (Salvadorean
girl).
Stories that get passed down from our grandfathers, or dances or the nicknames
we call each other. Our music is an important part of our culture. A lot of our
songs are about women. Music is part of the culture. Different cultures have
different music. El Salvador we have the cumbia, others have the salsa
(Salvadorean girl).
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In our culture, they tell stories over and over again. We get stories from our
grandparents about our past. These stories of our past are our culture. They go
for years and years (Guatemalan girl).
The traditions we have, the customs we have, how we think and how we act
(Guatemalan girl).
Something that passes from generation to generation (Salvadorean girl).

Social Relations in the Latin American and Canadian context. The youths
switched between talking about material aspects to the more ideological and value aspects.
The students illustrated an awareness of how their behaviors and values were
manifestations of their culture. The facilitator further encouraged this reflection by
questioning them about how the social relations and norms between individuals may differ
in distinct cultures.

Girls like to flirt in our culture (Salvadorean girl).
We value our families a lot Many Canadians do not value their families. (Costa
Rican girl).
In Canada the people act differently. It seemed "very informal" when I came here.
For instance how you treat teachers, or how you make yourself at home when you
go inside a friend's house (Salvadorean girl).
In El Salvador, if you are to go somewhere say a party, you need a formal
invitation with a date on it. In Canada you can be just told about something
(Salvadorean girl).
We study things from a different view point (Salvadorean boy).

The youths contrasted the way they perceived social relations in Canada with the
strong "affiliation values" and "familial" type relationships with others they saw prevalent
in the small town atmosphere from which they came from in Latin America

130

One thing that is different is how we are with each other. If you see another person
at home you say "Hello." People are friendlier at home; in Canada, people don't
say anything to each other (Salvadorean boy from rural area).

The youths followed up on this theme by noting how socially oriented they feel
their culture is in comparison to Anglo-Canadians. The following comment also alludes to
the importance of religion in these youths lives.11

When our people have problems they go to the church and they talk to God. Here
the church is more like a school. As Catholics, we spend a lot of time in the
church. Canadians go to church and go home. Here in Canada, Latinos spend a
lot of time in the church. They stay together, drink coffee, socialize. The Latino
may spend the whole day, it is like a social function. For Canadians after the
church they just want to be quiet; for the Latino they just want to socialize
(Salvadorean boy).

In various discussions around culture, and around the differences between
Canadian and Latin American societies, the students emphasized both the strong family
and community values of Central and South American and Mexican culture and the
strong sense of responsibility family members feel to one another. There was a general
impression that family relationships among Anglo-Canadians were not as strong as in their
communities and that they were sometimes characterized by abuse and too much leniency
on the part of the parents towards children. The youths also referred to the more
hierarchical nature of relationships with elders in the Latin American cultures.

Latino parents pay more attention to their kids than Canadian parents. Canadian
kids disagree or use bad words with their parents which we would not do. Our
parents would beat us if we talked to them like that (Salvadorean girl).
We value the family a lot more than many Canadians. Few Canadians appreciate
the family, but many don't (Salvadorean girl).

A few youths also depicted how older siblings, especially brothers were
responsible for the younger ones.
11. This was an aspect that was substantiated by the group facilitators (field notes).
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It is specific to our culture that the older siblings look after the younger. I am
responsible for my brothers and sisters, but I do not have the right to hit them. I
have to tell my parents and they will punish them (Guatemalan boy).
It is especially common for the brother to take the responsibility of the father. The
brother takes responsibility of the sisters. They also get jealous when the girls get
married. Although the Latino men do not show feelings because of a lot of
machismo in the culture. Although I am the oldest and responsible, if I go out
even if my brother is younger than me he has to be there taking care of me
(Salvadorean girl).

The youths gained impressions of Canadian family relations and values through
their own limited experience and media. Probably the recent school and media attention
to social problems of child abuse in Canada encouraged the following impression of
Canadian families. The following comment also shows how stereotypes can be formed
about another group.

It seems that lots of Canadian families commit sexual abuse, and that it runs in the
family (Salvadorean boy).
It happens in our countries sometimes, but it is rare. It happens much more in
Canada. Latino families like to have more children. Canadians prefer to have pets.

The issue of respect arose in one of the conversations. The youths felt that in the
dominant Canadian culture both children and parents and teachers and students did not
respect each other. One girl even drew this conclusion from the language, mentioning
that “Even in the language, there is not a form of respect." All the youths nodded in
agreement when a boy mentioned: "Especially here, there is no respect for family."
Most of the youths lived in the less wealthy east-side of the city. When one boy
expressed that the local people did not even seem to show respect to each other, one boy
acknowledged socio-economic differences. Perhaps he had noticed more formal
relationships in the wealthier area of the city.
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The culture can be different according to the economic status. We are living in the
poorest neighborhood. In this neighborhood the culture is different People are
poor here. If we go to another area in North Vancouver it is a different culture.
People may respect each other there (Salvadorean boy).

Intergenerational Relations. Studies in the past often seemed to assume that
immigrant youths would encounter conflict when exposed to both the parents adherence
to more traditional, conservative and strict attitudes and the sometimes more liberal
attitudes towards teenagers in the host country (e.g., Camilleri, 1986).
However, these Latin American youths appeared to appreciate their parents'
attitudes. Though there was some indication that they may like greater participation in
decision making, on the whole they perceived the "strictness" as an important illustration
of "caring" and mutual respect. The remarks from the girls group suggest this perspective.

We respect our parents for being so strict. With them, we have them every where
we go and how late we will be. We do not want to be treated like Canadian kids
(Others nodded in agreement (Guatemalan girl).
Canadian kids seem to be able to go out anytime. Our parents are more strict. We
have to ask for permission to go places, and have to be at home a lot of the time.
We do not want to be treated like Canadian teenagers (Salvadorean girl).
The relations between the parents and children in Canada are quite different
Latino children are more respectful to parents than Canadian children. Latino
children follow parental rules. Canadian children argue with their parents and they
may use nasty words. Our Latino parents will not let us be so rough.
(Salvadorean girl).

The girls also seemed to disapprove of the lack of discipline they felt Canadian
youths had.

I think of Canadians as hanging out on the street, not disciplined. Some of the
younger Hispanics are becoming Canadian. Us older kids have more of our own
ideas from El Salvador (Salvadorean girl).

133

The boys focused on the strict discipline of their parents and they also did not seem
to object to it. Rather they appeared to feel it was beneficial for them. Probably
influenced by school programs--such as those focusing upon child abuse-- they also had
the impression that authorities intervened in Canada in the disciplining of children.

We have to respect our parents, if not (signal to be hit by parents). Here Canadian
kids can go to the police if their parents hit them (Salvadorean boy).
My parents always hit me. Here parents can be accused of child abuse. My
parents help me to behave well (Salvadorean boy).

One boy, however, felt that more dialogue between parents and children could be
positive.

Canadian kids have more freedom to discuss with parents and to disagree and
sometimes this is good (Salvadorean boy).

With a sense of humor, a few of the girls also brought up the fact that the parents
were sometimes contradictory in their attitudes. Several of the students agreed that
sometimes the parents used the fact that they were part of both countries.

But sometimes our parents use the situation for us being Salvadorean and in
Canada. In the boys' case, if they want the boys to do something around the
house, the parents say this is the way it is in Canada now. If they want us to do
something they may say we are in Canada that is what Canadians do here. But
then if we want to go and hang out on the street or something, they will say you
are Salvadorean girls, not Canadian (Salvadorean girl).

The closeness and sense of protection of the families was another one of the
themes.

We stay at home until we get married, unless we have to go elsewhere to study.
(Honduran girl).
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The youths generally talked about their parents’ attitudes without complaint and
criticism. They did not seem to feel they were unreasonable. There may be a couple of
comments in regards to these findings. Firstly, these youths were those that were
generally "well adjusted" and living at home. There may be other cases in which youths
have had more conflicts and may have dropped out of school, left home etc. Secondly,
for the most part the youths had been in Canada between one and three years. As ESL
students they had also stayed very much within their own communities. The case of a
child arriving at a young age or bom in Canada could possibly be quite different as they
have a stronger influence from the dominant culture. These youths had been socialized
predominantly in a Latin American context and they still appeared to adhere to many of
the values of that context.

Gender Relations. Perhaps the most passionate and controversial topic among
the youths was that of changing gender relations. The subject emerged several times.
Although the girls were critical of certain traditional attitudes they felt were prevalent in
their culture and welcomed some of the feminist perspectives they were absorbing, they
nevertheless did not capriciously dismiss their traditions. Rather, they were reflective
about both the advantages and disadvantages of the male/female relations in both the
"Latino" and dominant Canadian culture.
As can be expected, given the male privileges, the males' attitudes to change
demonstrated more resistance. However, a number of the boys perceptively analyzed both
the changes and conflicts they faced, sometimes defending the traditions, but occasionally
pointing out advantages in changing.
Themes that arose were the issue of the protective attitude and jealousy of fathers
and brothers, the expectations of women fulfilling traditional roles, and in general the way
the attitudes and expectations for both the girls and the boys were changing. The issue of
jealousy is reflected in the following conversation:
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We have four sisters and our brother, and when a sister gets married the brother
can take it badly and get jealous. When you go out with a boy or get married your
brother does not like it and lets you know (Salvadorean girl).
If a sister gets married, even if she is older, the brother feels really bad and is
jealous (meaning leaving home, not looking after the brother, but another man) In
Honduras, sometimes the fathers are also jealous (Honduran girl).

The following conversation shows the questioning of traditional values, and the
coming to terms with different gender expectations:

When we come here the boys do not like to do anything in the house. But, here
they do not have anyone to attend to them in the same way. The boys have to
learn to do more. There are still some boys that do not go into the kitchen. My
brothers always say, "Don't go home at cooking time" (Salvadorean girl).
Boys have to leam to cook in Canada, but they are resistant to change (Nicaraguan
girl).
When the conversations were held in the large group they turned into dialogues
between the boys and the girls, with each gender group exploring the others perspective.
As the discussion shows, the girls see more advantages in the changes than the boys.

Women are made for the home and men for working (Salvadorean boy).
You think women have to do everything. Women go to work and also have to
work at home (Salvadorean girl).
Men have to work and the women be at home. We are resistant to change
(Salvadorean boy).
What if women have no job, shouldn't they cook all the time? (Guatemalan boy).
Not all the time (Salvadorean girl).
Single men go to restaurants (Chilean boy).
No, here the boys are forced to learn to cook, or they will die of hunger
(Salvadorean boy).
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I am going to work and the man I am with is going to help me (Salvadorean girl).

A few of the girls still felt that some element of nurturing the male partner was
illustrative of a sense of responsibility:

We are more responsible. For instance, I had a Canadian girlfriend who did not
cook for her boyfriend (Guatemalan girl).

The conversations, though at times playful, also had a serious and reflective
element. The youths showed insight into how the disparate norms and values can cause
family conflict Perhaps they witnessed these in their own homes or communities.
This type of discussion illustrates a type of cross-cultural analysis as discussed in
the previous section on acculturation and elaborated upon in the conclusion. The
dialogues, which are further explored on the following page, seemed to demonstrate what
the theories (e.g., discussed by Spindlers 1987; Trueba et al, 1990) allude to as
"constructive dialogue" which is a helpful process towards reconciling the disparate norms
and values. As the discussions show, the youth develop their own male and female
identities in Canada as they make conscious choices about what they believe in and
scrutinize both their own culture and that of the host country-Canada. Dialogue may help
them to be more aware of the conflicts and adjustments they are making.
Both the boys and girls seemed to have insight into how their status and the
feelings concerning masculinity were affected when women acquired more social and
economic freedom in Canada.

Here a women has become more equal than a man. When a women comes here
with her family, she becomes accustomed to do what she wants and the man feels
lost. There the man works and he gets money to maintain the house and for the
family. Here the women may get a job more easily than the man, and she will
work and he will not. And often he has nothing to do and he feels low and
depressed (Salvadorean boy).
Yes and he gets angry and frustrated (Salvadorean girl).
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Well women have had to be used to being that way before (Honduran girl).
It does not matter if the son earns more than the father, but when the women earns
more they do not like it. The man feel bad, it is a thing with power (Guatemalan
girl).
Though some boys focused on what seemed problematic, a loss of their dominant
masculine role, others were more open to change.

Well both the man and women can work. But the man feels in the end responsible
for the welfare of the family, and he feels bad if he can not fulfill his role. They
feel loss of self esteem, they feel low. They don't feel proud because he is the man
in the house and he handles the money (Guatemalan boy).
In Canada, the women are in the same level and have the same rights as the men.
In Salvador the men work to give money to the wife to run the house. Here the
women may work and the man may not Because of that sometimes the man feels
lost The woman starts to have the same rights and may even be more powerful.
The man feels they have a low status and may even feel less than the women
(Salvadorean boy).
Here in Canada this is the only place where I think that men and women fight a lot
and things end in divorce. It seems that they are fighting for power. Problem in all
the world is that men think they can dominate and children are disciplined by being
beaten. That is the way that they learn to deal with conflict. I think women should
have the same right to power as the man does (Salvadorean boy-others nodded in
agreement).

The youths listened intently to the boy above. In general it appeared that there
was some critical reflection and students questioned both the dominant culture and their
own. Adaptation for these youths did not seem to be a choice of cultural maintenance or
assimilation. Rather, as they are exposed to different ways of thinking their values and
behaviors seemed to take on an inevitable but conscious evolution. Dialogue about the
various issues, such as changing gender roles seems to facilitate this process.

Friendshins/Dating Behaviors. Friendships and dating behavior was another
area of gender relations that brought lively discussion. Again the youths neither
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impetuously adopted the relating styles or values of Canadian youths, nor did they stick to
their own beliefs and norms. Rather, they examined the differences, deciphering positive
and negative aspects of both cultures. They recognized greater equality between the
genders extended to inter-personal and romantic relationships. The more active and liberal
attitudes, identified as part of many Anglo-Canadian teenage girls' dating style, was not so
readily embraced by the Central American girls.

In our countries the boys always ask the girls out. Here the girls may ask the boys
out. I do not necessarily like the Latino way. But I don't know, I do not really
want it to change, because I do not want to ask a boy out (Salvadorean girl).
The girls were critical of what they perceived were "looser morals" of AngloCanadian girls. As the following conversation illustrates, the boys response to this
situation was quite different

Canadian girls are impulsive, they do as they feel, they are not rationale, they don't
care about the meaning of sex (Salvadorean girl).
Canadian men know that we are not so easy to date and to sleep with. For us,
virginity is important (Salvadorean girl).
Canadian girls are more tender, more open, more free (Chilean boy).
Canadian girls are more flirtatious, not responsible, more loose (Salvadorean girl).
Canadian women are more kind, they give sex all the time. Canadian girlfriends are
more often free sexually and we are free to go anywhere with them. Latino girls
are more restricted. They force you to respect them (Salvadorean boy).

As they thought about the differences in gender relations, they also considered the
prospects and problems of engaging in romantic relationships with Anglo-Canadians.
Although generally both the boys and girls were open to inter-cultural relationships, the
girls showed some hesitation because of perceived different norms and values.
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I feel more comfortable talking with a Latino boy. Here in Canada, boys expect
you to take the initiative. In our countries, men take the active role, and girls the
passive role. We like the man to take the initiative in the relationship. In our
culture it does not look good for the women to take the initiative (Guatemalan
girl).
Canadian boys expect you to have sex with them. Latino boys respect you if you
don't have sex with them (Salvadorean girl).
Latinos are more embarrassed to touch in public, even a girl friend and boy friend.
Canadian girls and boys seem to touch each other, even if they are just friends. I
would be afraid if a Canadian boyfriend was demonstrative in public (Salvadorean
girl).
The boys seemed to adapt to the more "casual" nature of Canadian style
relationships.

Canadian girls treat the boys as if they have known them for a long time. But with
the Latino girls you have to do lots of things for them and ask them what you can
do for them (Salvadorean boy).

Interestingly, although the girls were ready to embrace the feminist attitudes of
men participating more in household chores, males' more passive (and for some less sexist)
role in relationships was taken by some as not "manly" or as "cowardly."

In El Salvador, if you walk by a boy he will say something to you, he will flatter
you. Here, they are afraid, they are cowards. They are also cowards because they
don't take the initiative (Salvadorean girl).

In terms of intergroup marriage, the youths ended on a note that they believed that
it was possible for different cultures to adapt to each other. Several girls said they would
like to get to know Anglo-Canadian boys and were open to a relationship with them.
They also emphasized that when these boys get to know about their more conservative
values that they are respected by them.

Some Canadian men think that Latino girls have a lot of self respect. If they know
your culture they will respect the way you are. Some of them like it If they don't
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know it they will treat us like Canadians. I have a friend that wants to marry a
Latino because he respects the way we are (Salvadorean girl).

Some of the youths also expressed how their parents were open to intercultural
relationships and did not seem to have a problem with them interacting with different
ethnic groups. They were, however, a little concerned about the perceived "looser"
attitude towards sexual relations of youths in Canada.

My mother does not mind if I have Canadian friends, but she does not like me to
have Canadian boyfriends, because she thinks that they will want to have sex
before marriage (Salvadorean girl).

Adaptations in School. The issue of adaptation to schooling arose in various
discussions. Youths had comments and were concerned with several areas: the
differences in the structure/atmosphere of school in Canada; being placed in an
appropriate class; the low status of English as a Second Language classes; teachers and
racism in school.
Adjustment to the structure and atmosphere of school is evident in the following
comments. They felt both positive and negative about the changes.

School days seem long. By the time we go home in the winter it is dark and our
days are over. Although we had a lot of home work in our countries we are used
to not having school in the afternoon and having time to be outside and with our
families (Salvadorean girl).
School was much stricter and more disciplined (Costa Rican girl).
In El Salvador we always worked hard in school and we were always tired. Here
it is not like in our country. There if you misbehave, they hit you with a ruler.
Here teachers are not allowed to hit you and they are not so strict.
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There was a lot of discussion around the relationship between teachers and
students. The girls in particular talked a lot about the lack of respect between the teachers
and students.

Teachers don’t respect students, and students don't respect teachers. It seems to
be something that has been created over the years, neither group respects each
other (Salvadorean girl).
I would never become a teacher because I do not like the classroom manner.
Students and teachers insult each other. Teachers will be rude to kids and kids to
teachers. Both swear at each other. Kids swear a lot and behave badly (Honduran
girl).
One of the major issues for refugee youths like the Central Americans is providing
them with appropriate placements in a class. The youths explained that they were placed
according to their performance on a test they took on first arriving at the school board
(though an immigrant reception center). They complained the classes were inappropriate,
occasionally they were placed above their capability or, if they had an interrupted
education, they were put in a lower grade than their age group and they felt too old.

I was put in grade 6. The only thing I could do was play physical education and
do art (Costa Rican girl).
I did not like to go to school because I was the oldest in the class. There was an
attitude on the part of some students. I felt uncomfortable with the girls. So later
they put me with an older group, people more my age. I had to force myself to
speak English. I felt much better when everyone was the same height as me
(Salvadorean boy).
The majority of the youths were in the English as a Second Language track and
expressed dissatisfaction with their situation. They aspired to move out of ESL because
of its low status and its lack of credits towards the much desired secondary school
certificate. The following expressions suggest the sentiments of several youths:
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We would like ESL to be only for a short time. The teachers keep us for two to
four years in ESL. We wish it was only six months or so and then we could move
into regular class (Salvadorean boy).
I am unhappy about ESL. I have been there two years and feel frustrated. I have
been waiting for the teacher to give me an opportunity to move into regular class.
I would put everything into it and be a success (Salvadorean boy).
The other kids in the school look down on us if we are in ESL. Also if we stay in
ESL too long we are nineteen and we have not graduated (Guatemalan girl).
Problems of intergroup competition and stereotyping seemed to arise in terms of
schooling. The Latin American youths discussed how the Chinese students appeared to be
favored by the teachers and they expressed that as a group that they are looked down
upon.

Teachers think Chinese students are smarter than us and treat them differently
(Salvadorean girl).
Teachers think that Latinos are lazy and not so smart. Some other students may
think the same thing (Salvadorean boy).
Asians themselves also think that they are smarter--they can be arrogant
(Guatemalan girl).

However, it is interesting to note that the Chinese felt that the "Spanish" students
were favored because they were less reticent in class and were moved through the ESL
system more readily.
Experiences with teachers was a theme the youths talked about freely. For the
most part students recognized there were supportive and less supportive teachers; but
they were also adamant that they did experience some hostility from some school staff.

Here in Canada it depends on the teachers whether they help you. One teacher
helps a lot with things that I don't know. Even after school he will help me. I feel
good and I am adapting a little (Salvadorean boy).
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Some of the teachers respect us, but some of the teachers hate us because we are
Latinos. May be some of them think that they are better than we are (Salvadorean
boy).
But some teachers think that Latinos are bad because some do drugs etc. They feel
that Latinos are like that. Some generalize about Latinos (Honduran boy).

One boy who had come to Canada alone without any family admitted that he had
temporarily left school. He stressed that he received a lot of support from school staff12:

Some teachers treat you well. They give you their arm, but some kids will hit with
their elbow (take advantage of the teachers kindness). Teachers give and give and
give but the students keep behaving badly so the teachers get tired. What the
teachers do they try to help you a lot. Some counselors do everything for you.
When I came I was alone. They kept giving and giving everything but I behaved
badly and they had to kick me out There are some counselors that will do every
thing to stop you from being kicked out. My counselor was like this and tried but
I still got kicked out (Salvadorean boy).

Discussions about teachers arose both in the mixed group (where the girls and
boys met separately). Some of the girls stressed that teachers were not understanding and
empathetic enough about cultural differences.

Things are done differently in math in El Salvador. The teachers rather than
understanding that we are doing it right according to the way we do it, think that
we are doing it wrong. They do not give us a chance to see if we get the right
answer. Instead of realizing that there are different ways of doing things, they
assume it is wrong. Sometimes we feel frustrated and angry (Salvadorean girl).
Sometimes in regular class we are scared to ask for help. For instance once we
were asked to write a journal but we were scared to ask the teacher what a journal
was (all agreed). I felt the attitude of the teacher was not helpful and we were
afraid to ask (Guatemalan girl).
Yes I feel sometimes they are sympathetic, they did not understand what it was
like for me in class (Honduran girl).

12. One parent had disappeared and the other had been killed. The youth was on welfare and also
working in a gas station.
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Some interesting remarks arose in the boys’ group when the youths were asked
whether they would like to have Latin American teachers. Some appreciated the benefits
of having staff from their own background, whilst others showed some hesitation.

I think if we had teachers from El Salvador, they would have experienced and
overcome so much that they would have something to offer us. This experience
will help them to teach us. They will do better with us than a person who has not
had this experience (Salvadorean boy).
If we had Latino teachers we may learn something about our country that we may
not know or may forget. But may be if we had Latino teachers we would go to
them for everything and not learn to mix and to use English. When we have a
Canadian teacher we are forced to learn English to understand them (Salvadorean
boy).
I would not particularly like it? There are some Chinese teachers who speak to
Chinese students in Chinese. My Chinese teacher seems to favor the Chinese
students. If there were Latino teachers they would stick with us and that would be
bad (Guatemalan boy).

Another topic about schooling that was raised in the boys group regarded
dropping out of school. This conversation arose when one boy admitted to having left
school. They then talked about other friends and suggested that, "Between us we know
about 12 people who have quit school" (Salvadorean boy). The boys briefly discussed the
problems that they felt led to dropouts which included difficulty with the language, too
much freedom they felt teenagers have, boredom at school and the pull to get jobs and
earn money.

Kids sometimes quit because of the language difficulties (Honduran boy).
Laziness, they want to fool around. They like freedom to do what they want to
do. In the USA it is worse about the kids dropping out of school. Too much
freedom. All over the world the dropout kids want freedom (Salvadorean boy).
But it is worse here and in the USA than at home. What happens is that we think
that we can do better here out of school than we can in school. Schooling was not
such an issue in our country. Not everyone has the chance to acquire a high
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school education. If you could do the job that was what was important Here we
have to learn the importance of education. (Salvadorean boy).

The facilitator picked on the boys' comments and the session became somewhat of
a counseling period in which the facilitator stressed the importance of education.

Questions of Integration vs. Assimilation and Future Expectations. Both
directly and indirectly the question of whether the youths wanted to assimilate or integrate
into Canadian society was put to the youths. With the Latin American students, as with
the other groups, the phrase used by Gibson (1988) "accommodation without
assimilation" was applicable. The youths illustrated how they were adapting to Canada,
but also how they consciously chose to identify and mix with their cultural group and to
sustain many of their values and traditions.
When asked whether they thought it was important to maintain their culture, the
youths all agreed that it was. Though they expressed that they participate in a lot of
sports and Canadian activities, they all said they would rather integrate than assimilate.13
The following statement reflects the common sentiment:

I'll never stop being a Salvadorean, I want to continue with my culture, but to learn
new things (Salvadorean girl).

Though the youths stressed the importance of networks within their own
community, they were also open to having friends and relationships from all different
groups. As one boy stated "I can maintain my culture but still have relationships with
Canadians (Salvadorean).
One of the facilitators also probed the students' thoughts about whether they felt
that getting ahead meant loosing their culture. Most youths nodded no, although they felt
a little reluctant to answer. Perhaps still being in school they did not feel completely

13. The different meanings of the two terms was explained to them by the facilitator.
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confident to answer this question. One boy stressed, "We can go forward but still
maintain our culture" (Salvadorean boy). The older university student stated, "I am at
UBC [University of British Columbia] to become a doctor and I can still maintain my
culture" (Salvadorean girl).
As mentioned in the section on ethnicity, the youths foresaw that in the future
they would hope their own children would gain an appreciation and familiarity with
Central American culture even if they grew up in Canada.

I would teach my kids to appreciate Salvadorean language and culture and I hope
they can teach it to their children (Salvadorean girl).

The youths also stated at this point that though they do expect they will never
return to Latin America to stay, they want to keep visiting their country.
Finally the topic of future expectations arose. Though the youths talked about
missing their countries, especially when they first arrived in Canada, they also seemed to
envisage and to value the opportunities available in North America. At this stage in their
experiences a number of them expressed positive expectations for their futures. Despite
seeing their parents' struggle to find work, in the clubs and other places they were exposed
to Latin Americans who are successful in the professional sense. Moreover, a number of
the youths seemed to believe that if they worked at their education it would help them to
be successful. One of the facilitators questioned "What do you hope to do when you
finish school?" The following are some responses.

Lawyer (Honduran girl).
Doctor (Salvadorean girl).
Work with computers (Salvadorean boy)..
Engineering (Salvadorean boy).
Artist (Salvadorean boy).
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Car mechanic (Salvadorean boy).

Although, as the discussion illustrates, several of the students cited high ambitions,
it may be important to keep in mind the context of the discussion and the hesitancy of
those less sure of themselves to speak up in front of their more confident peers. As the
following boy states:

A lot of us have not thought seriously about what we are going to do. We may
have thought about it, but we may not be willing to say it to everybody
(Salvadorean boy).

All the youths that spoke up said they hoped to finish secondary school and a
number suggested they wished to go to college. However, when asked what they would
be doing in five years, a couple voiced some apprehension as to whether they would be
able to meet their goals:

I will probably be working but I would like to go to art school and become a
photographer (Salvadorean boy).
I would like to go to school and become a civil engineer. But we don't think we
will be able to do it because we need help from a lot of people (Salvadorean boy).
The youths were asked what they thought was the biggest problem they thought
they may confront in reaching their goals. Key factors identified were: "not having
money" (Guatemalan girl), "the language" (Salvadorean boy), "you want to do something,
but your parents want you to do something else" (Honduran boy), "get married"
(Salvadorean girl).
The discussion of hindrances to reach their goals also led into the topic of racism
and discrimination. One boy mentioned that he felt discrimination in terms of cultural
background, class and attitudes towards teenagers.

Racism is a problem especially for young people. A sixteen year old boy may want
to work, but they will not give us work. They treat us as if we are stupid. We are
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also snubbed because our families are working as things like cleaners. It is difficult
for our families to get jobs so they become cleaners. Our Canadian friends look
down on us because of that (Salvadorean boy).

The following section will focus upon the youths' feelings and experiences of
discrimination.
The conversations illustrated both the struggles involved in adaptation for these
teenagers and their flexibility and potential to meet the challenges of immigration. The
youths also recognized positive aspects of migration and indicated the importance of
support from significant adults like teachers. Moving to a new place, even in the more
turbulent adolescent years, can also bring its rewards.

We are able to do new things. We go to many new places. We get to do new
activities (Mexican boy).
When I first came here, I felt lonely and strange. But I did find a teacher that
wanted to help me and wanted to know how I was. Here I like it because there are
more opportunities. I've many friendships that have helped me a lot and teachers
that have known me well (Salvadorean boy). (Several of the youths started
nodding in agreement and praising teachers).

Vietnamese Group

For the Vietnamese, as with other refugees, leaving their homeland was generally
seen as a necessity rather than a choice-- in so far as the move relieved the family from
suffering some kind of discrimination due to their being (or being seen to be)
unsympathetic to the communist cause or due to their perceptions of having a lack of
freedom and choices.14 Most of the Vietnamese often came to Canada after a significant

14. From 1975 onwards. South Vietnamese who had been associated with the prior government felt that
they were discriminated against and had limited work opportunities and that their children would face
barriers, for instance they would have difficulty in going to university. These parents felt that their youths
were at a disadvantage and those of twelve years and up may have been encouraged and assisted to leave
(explanation from Vietnamese facilitator).
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time waiting in refugee camps whilst officials negotiated for a host country. Although
Canada as a final destination was generally desired, the eventual departure from the camp
and arrival in North America was far from joyful for many of the youths.
A theme that occurred amongst several of the students was the feeling of
loneliness and alienation in Canada. As mentioned in the section on ethnic identity, many
of these youths did not arrive with families. Rather, they came alone or with a sibling to
join relatives-sometimes distant ones. Thus, they left behind, in Vietnam or in the camp,
significant close relationships and they did not always have the support system that youths
with families had. Most of these youths came from small towns.
Vietnamese students in general, especially young men, have been categorized in
some studies as "at risk" (Lee and Cheong, 1992). Various reasons, similar to those given
for the Central American youths, have been cited. These include: post-traumatic stress
syndrome; being alone or with a lack of a support group in Canada; and, interrupted
education that seems to make it hard to succeed in the present educational system and
presents disappointment and disillusionment. Reports have urged more social services to
meet the needs of the vulnerable youths from this group who are felt to be at risk of severe
depression and/or delinquent behavior (Lee and Cheong, 1992).
Both the girls and boys in the group interviewed were those selected for a summer
youth program for "at risk" youth. They were not however, youths who had exhibited
"anti-social " behavior and for the most part they were those who were still in school.
Rather, it was recognized that these youths were in need of the extra skills to be gained
from the summer program and the support and role models of the Vietnamese staff.
Like the Latin American youths, most of the Vietnamese students in the group had
managed to master the basics of the English language. Nonetheless, the strangeness of
being surrounded by spoken English and the challenge of learning the language was
stressed by several youths. The majority were still in several ESL classes. As with the
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other groups, these youths also talked about adjustment to cultural differences,
adaptations in schooling and perceptions of differing social relations.
The following are a few themes and feelings that were particularly emphasized
with this group and will be illustrated in the following dialogues: the feeling of loneliness,
alienation, lack of community and the cold social climate in North America; a selfconsciousness about being different and a distinct desire to fit it; and adaptations to
Canadian schooling including more liberal attitudes on the parts of students and teachers.
Coming from a country with a more authoritarian government, these youths also stressed
the feeling of freedom they felt in Canada.

feelings and Perceptions of Initial Arrival and What Seemed Significant for
Adjustment. The facilitator asked the youths with whom they had come to Canada. They
responded that they had arrived mostly as refugees with one or more sibling(s) and that
their families had sent them from Vietnam because of social/political problems and
perceived lack of opportunities for their futures. Sometimes other relatives were still left
in the refugee camp.
A number of the youths expressed a sense of sadness and loneliness on arrival in
Canada is illustrated in the following sentiments:

The first year I came here I did not know anything. I had some relatives, but I
came with no one, and I did not understand the ways. So the first year I felt very
sad and lonely (Vietnamese boy).
Here I have a brother, but the love of my parents is not available to me. Still I feel
very sad (Vietnamese boy).
Not only did the youths not have their own nuclear family with whom they had a
sense of belonging but, unlike groups such as the Chinese or South Asians, there was not
an established cultural/ethnic community with which to associate and from which to get
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help and support A number had extended family, but they were sometimes those
members with whom they had not been familiar.
Those youths that had come to or with a strong family had a very different
experience. The following girls' positive and optimistic attitude about their initial
experiences points to the difference having a family and support can make to initial
adaptation:

I was sponsored by my family and when I arrived my family took me everywhere.
I enjoyed seeing all the beautiful scenery here. I was not feeling sad but happy to
be here. It was like a new experience and I enjoyed it
I left with family to a refugee camp in Thailand. But I came here with my family,
so I do not feel so bad here. I like that you can do whatever you like here. It is
like freedom.
As with the Central American youths, the helplessness felt from being without the
dominated language was expressed:

It was like a thunderstorm in your ear. I did not know what was going on
(Vietnamese girl).
I was feeling sad, very sad, everything was strange in my ears and in my eyes
(Vietnamese boy).
The facilitator also shared her experiences:
When I first came here I could not understand a word. I felt strange and sad
because I could not understand a word. The language sounded like a bird
chirping. I felt strange and sad because I had ears but I could not hear. I came
here seven years ago. At that time Chinese movies were not so popular. Only
thing I had for entertainment was English TV. Now you have the Chinese movies
translated into Vietnamese (Vietnamese facilitator).
One girl raised the fact that speaking in a different language affects identity and
feelings.
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I have to learn the language. But if you tell a feeling in English it does not feel so
friendly, so warm (Vietnamese girl).

Other issues of adaptation arose around the more material aspects of culture such
as food and clothing style.

I am used to only eating fresh food. Back home it tasted totally different. We did
not have frozen food. Here I could not eat the roast beef, foods are so different,
the taste is really light (Vietnamese girl).

The issue of clothing also brought up questions of values, lifestyle and choices
about adaptation and fitting in.

When you first come you do not care what you are wearing. At home we did not
worry about fashion. But later you become conscious of what people are thinking
and what you are wearing. You will not wear the clothes that you first came in
(Vietnamese girl).
Here you are conscious of what you wear, you feel like you have to be up to date,
you have to have a particular image. You have to be conscious of a particular
style (Vietnamese boy).

The youths reflected upon how Vietnam people were taken up with the daily
struggles of life. The concept of fashion was a privilege with which most Vietnamese
were not familiar.

Because in Vietnam, there was so much war, people are poor, here people are
richer, they dress differently, Vietnamese people are poor they can not worry about
clothes (Vietnamese girl).

Social Relations in the Vietnamese and Canadian Context. The youths
discussed how they perceived social relations in North America. As they noticed modes

of interaction in their new situation it seemed that they became aware of the more
communalistic values and relationships of South East Asia. Those students who did not
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have family support probably felt a greater push to integrate and to become a part of the
larger society. These youths seemed to become attuned to the differences in social
relations and bothered by the more individualistic attitudes and the perceived lack of
affiliative and communal values in Canada.

I feel half and half about being here. I feel sad and miss my family. In Canada
there is not much emotion. There is not much emotion with other people. In
Vietnam there is much emotion with each other. Neighbors are like family and
help each other. Here all families are like different individuals (Vietnamese girl).
I do not like it here, people are too self-directed, neighbors stick to themselves. In
Vietnam, everyone comes out from their houses. Everyone says Hi to help each
other. Here you do not know your neighbors (Vietnamese boy).
Given that most of the youths were not with their parents, the issue of
intergenerational conflict did not arise in the conversations.

Adaptations in Schooling. The topic of differences in schooling generated a
lively discussion amongst the youths. The facilitator questioned the students about the
differences between their schooling in South East Asia and in Canada. One of the biggest
concerns was how school seemed to dominate the life of a teenager.

There we go to school either in the morning or afternoon. Here we have to get
used to a whole day program (Vietnamese boy).
It is our custom to have a nap at lunch time and we are used to that. In the
afternoon we may go out and play, but usually the girls stay to help their parents
(Vietnamese boy).
Lunch is a big family meal. Now we feel that school is all our life. It takes up all
our day.
Here you go to school the whole day and it is so tiring. Also in the winter when
you leave school it is so gray and miserable you feel only like working. That is our
life (Vietnamese girl).
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The youths also talked about the different types of teaching styles, noting that in
Vietnam classes were geared towards rigorous memorization and authoritarian teaching
methods.

The teachers over there were really scary. You got lecture notes you have to go
and study and learn. They have a list of names. They call you up to read in front
of everyone. You have to repeat lecture notes and then repeat and answer
questions (Vietnamese girl).
If I did not remember by heart I would be hit by the teacher (Vietnamese boy).
All the youths agreed that they had been hit by their teachers.

Because of being in a whole group, there would be a group leader all the time so
students would be forced to study. The group leader would write down names of
those that misbehaved (Vietnamese boy).

The students talked about aspects of schooling they preferred in Canada, and
aspects they preferred in Vietnam. For the most part the youths praised the teachers for a
caring attitude and the more equitable relationships between students and staff.

Here it is more like the teacher helps you to get through the educational system.
The teachers here help and care more (other students nodded in agreement)
(Vietnamese girl).
There you are supposed to respect the teacher no matter what. Here students
don't have to respect the teachers, teachers have to win the respect of the students.
Teachers have to try hard to win the respect (all youths kids clap in agreement and
approval of this practice) (Vietnamese boy).
Interestingly the only example of teacher intolerance or disrespect was, as the
Latin American youths had mentioned, their failure to recognize alternative ways of
approaching an academic problem.
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The way they do math here is different. If we do it our way we get the right
answers. However, the teachers don't give us full marks. Because we get marks
deducted we are made to change. Vietnamese boy

Several of the youths uttered in agreement as they saw the practice described
above as an annoyance and a kind of disrespect
When asked about their feelings concerning ESL, adapting to a new system and
different teaching methods, there was also a type of attitude of resignation and acceptance.
The following girl relayed a common attitude:

We have no strong feeling, we have no choice so we have to adapt (Vietnamese
girl).

Questions of Integration vs. Assimilation. Unlike the other groups, the
facilitator did not come around to a direct discussion concerning the students' feelings
about integration versus, assimilation. However, certain attitudes and factors seemed to
be reflected.
The Vietnamese students in this study seem to imply that they felt they had to
adapt, and that they wished to fit in to their new surroundings. They would change their
fashions, hairstyle, etc., so that they would feel more comfortable with Canadian peers.
They were not as large a number as some other immigrant groups. Left without a
substantial established ethnic/cultural community and not particularly welcomed by more
settled Vietnamese youths, the immigrant Vietnamese probably felt a greater push to
interact with other groups.
The participants' observations of the more settled Vietnamese students' reactions
to their ethnic identity, as discussed in the prior section, shows a pull for the Vietnamese
to forfeit their identity and assimilate due to a lack of affirmation of their own culture.
Attempts to assimilate may also be met with exclusion from the dominant society, leaving
the youths in a kind of "bicultural limbo." This "bicultural limbo" has been said to be
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partially accountable for the "Vietnamese youth gang problem" (e.g., Lee and Cheong,
1992). i5

South Asian Group

As mentioned, the South Asian group was the one group that was comprised of
some non-immigrants. About seven or eight were immigrants from India, East Africa or
Fiji, and the remaining few youths had been bom in Canada. Many Fijians and East
Africans had emigrated due to the difficult social/political situations for South Asians in
these regions: thus, in some cases they may have been considered refugees. Those
coming from India were more traditional immigrants (moving for better opportunities,
and/or family reunification). A couple of the immigrant youths in the group had been in
Canada for more than three years, whilst the others were more recent newcomers. Most
of the youths were quite bilingual, although the newcomers from India and Africa talked
about language problems they had on arrival.
At the same time that this project was underway, the Progressive Indo-Canadian
Community Service Society had identified the need for a study that explored the conflicts

Indo-Canadian youths face.1** Their findings are similar to the themes that were raised in
this study. The report identified three concerns and issues of adjustment that the youths
ostensibly faced: traditional versus, current values; family expectations (particularly for
Indo-Canadian young women); and thirdly, racism (Progressive Indo-Canadian Society,
1992).
15. Lee suggests many Vietnamese youths face "bicultural limbo". This pattern, he suggests, is one in
which "the student does not feel comfortable or identify any longer with his first language, culture, or
values; yet is equally as uncomfortable with the host society’s language, culture and beliefs. The person is
in psycholinguistic limbo, proficient in neither and frustrated in the determination to achieve a sense of
identity in both cultures" (1992, p.7).
16. The organization used group discussion or individual interviews and met with about 50 youth
ages 15-18 in the Vancouver (Surrey-Delta) area.
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The major themes of the conversation with the group in this study were very
similar and involved the experiences of possible friction between the differing norms and
social relations of the South Asian and Anglo-Canadian communities and issues of
reconciliation of the cultural discontinuities. The girls were particularly concerned with
gender relationships and the dynamics between themselves and the older generation.
Racism was also a significant concern.

Initial Feelings and Perceptions on Arrival and What Seemed Significant in
Adjustment. The facilitator presented the immigrant youths with the following request:
This question is particularly oriented to those that have recently come here and
have not been bom here. I want you to tell me a little about how you have had to
adapt and change when you came here (Punjabi facilitator).
Though the concern of language was mentioned, as expressed by the following
girl, the youth also immediately identified the challenge of "fitting in" with peers.

First there is the language, we had to learn and get used to English. Then your
friends want you to be like them, if not they would not like you (African Punjabi).
I first moved to Saskatchewan. There it was difficult to make adjustments because
there were no other Indians. I had a hard time speaking English for a year. For a
year I stayed home most of the time (Punjabi from India).
To further get at how the youths understood their culture and the adjustments they
felt they had to make in the North American setting, the facilitator asked the girls what
they felt culture was. They responded with the following ideas: "religion," "color like
being brown," "Indian roots," "costumes," "dress," "language," "everyone has a culture,"
"customs, things we believe in." The facilitator then asked how they felt their culture was
different than Canadian culture and how they had to adjust
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Gender Relations and Intergenerational Issues.

Rather than focusing upon the

more tangible differences--food, dress, even customs--the youths focused on varying
social relations and the friction they sometimes felt in their attempts at fitting in with the
home and ethnic community and the larger society. The conversations were dominated
with discussions around gender roles and the youths' perspectives concerning the
inequitable treatment of girls and boys in their culture.

Other Canadian kids want you to be like them, to be open, but our parents don't
give us that much freedom. Parents don't like it (African Punjabi).
My parents still have the same old ideas, you can't do this, you can't do that My
sister is older and she also is not allowed to do anything (African Punjabi).
The facilitator also shared her experiences:
When I came here in kindergarten I had to make adjustments. I was expected to
be one way at home and one way at school. I had to make adjustments and
compromises. When I was young, because I was Sikh, I was not supposed to cut
my hair. I wanted to and it was a big issue (Punjabi facilitator).
The discussion of gender issues kept returning during the topics related to cultural
differences and cultural adjustments. Even those that were bom in Canada started to join
in the conversation at times. These youths also felt they had to adjust between home and
school.
The Progressive Indo-Canadian Community Service Society wrote the following
regarding the situation of Indo-Canadian adolescents:
There is a tremendous difference between the young male and young females in the
Indo-Canadian community. Young males possess a considerable amount of
freedom as long as they are able to keep up with their classes and participate in
family functions, they are able to do most everything. But, young women on the
other hand have very strict rules and guidelines they must follow. They must dress
accordingly and have curfews they must abide by or face punishment Most young
women after school usually go through a regular routine, for example, help mother
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prepare supper, clean dishes, do home work and if time permitting watch TV or do
a hobby at home (1992).17
The youths in this study also appeared to focus upon these patterns and to express
some indignation at the differential treatment of boys and girls.

Girls don't have the same rights as boys. They don't have the same freedom like
other Canadians. If the boys want to do something they usually can. The girls
probably won't be allowed (Canadian born Punjabi).
My father treats my brother very differently than us. He does not make him do
anything, he can just watch TV. He does not have to do all the chores (Fijian
Indian).
The girls seemed to be questioning the cultural practices at the same time as trying
to entertain reasons for their parents to stick to their practices. Unlike the Latin American
girls who talked about differences in gender but saw the gender roles changing rapidly in
the North American culture, the South Asian girls perceived that in the South Asian
cultures there seemed to be significant family pressure to hold on to some more traditional
perspectives towards gender relations.
Some girls did express some changes over time in parents' attitudes. Moreover, it
may be assumed that given that these youths keep a consistent attitude as they mature and
become parents, they will embrace what they consider the positive aspects of their
cultures, but disregard those they feel are outdated or inappropriate for their present
context The rich dialogue and critical reflection of the youths' perspectives and attempts
to understand and reconcile their families' expectations with their own evolving ideas is
worth quoting at length.
Parents let the boys do what they want to and to go out with all their friends. If
the girls ask for the same rights they are told no (African Punjabi).

17. The Progressive Indo-Canadian Community Ogranization interviewed mostly Punjabi youth. Thus,
their commentary also reflects more accurately the Punjabi community and not necessarily all IndoCanadians.
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Well probably it is because they think that the boys are going to provide for them
when they grow up, so they have to get everything now (African Punjabi).
My bother went out with this girl. And one day I wanted to go out with this guy
and I asked my parents and they just said sit down, you can not go anywhere. So I
told them if Jamel is allowed to go out why can't I. And we start arguing and my
mother says he is a boy and he has all the opportunities. In my cousin's family
there are four boys and one girl, and it is the girl that is taking care of the parents.
The boys don't even care about them (Canadian bom Punjabi).
How do you feel about this? (Punjabi Facilitator).
It makes me feel stupid because girls don't have the same opportunities as boys
do. It is not as if the boys really are going to look after the parents for generation
after generation. It is not as if they are going to do every thing. Often they run off
with a girl and never come back (Canadian bom Punjabi).
Yeah girls are never treated equally. Sometimes the guys bully the girls (Fijian
Indian).
The girls identified the importance of girls' honor and reputation in the South
Asian family. However, they still maintained that different standards for boys and girls
were not always just

Why is it that boys are allowed to do more than girls? I was bom here, I have got
everything I need. But still my brother gets more than me, even if I am the oldest
in the family and he is only in grade 3. When I was my brother's age, I never got
what he gets (African Punjabi).
Why are boys allowed to do what they want? (Canadian Punjabi)
I will answer that, the guys are allowed to go out because no damage could
happen. But if the girls go out they could get pregnant or something (Punjabi from
Africa).
(Girls laugh).
It is an issue, we are talking about your honor, the way girls are treated is related
to their virtue and behavior (Punjabi facilitator).
When a guy goes out with a girl our families don't seem to realize that it is the guy
that gets the girl pregnant (Canadian bom Punjabi).
Yeah, that's right (Girls).
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Yeah the parents don't worry that the boy may get a girl pregnant. Also, if the girl
goes out with a guy she may ruin her reputation. Boys do not seem to have to
worry about their reputation (African Punjabi).

Some of the more recent immigrants seemed less dissatisfied.

Can I ask a question, do you girls really want to go out with guys? I don’t have
time for all that (Punjabi from India).

It appeared that the youths were not completely questioning all the traditional
values; rather they wished to be able to participate more in the social activities of their
school peers.

Well yes we would like to be able to go out with our friends, but our parents
always think that we are going to meet a boy. And we are not allowed to go to
dances and things. And if you tell your "non-Indian" friends that you can not go
out they say things to you (Canadian bom Punjabi).
Some of the youths who had been bom in Canada did concede that their parents
were not totally rigid in their perspective:

My mom says that if you have a guy as a friend, she wants to meet them. She
thinks that if she knows the person well enough she may let me go with them. But
she also says to me you go to school to learn not to look at boys and things
(Canadian bom Punjabi).
One of the more recent immigrants also admitted that though her parents were still
hesitant to let her participate in Canadian social activities, she had been able to start to
develop friendships across cultures and with males.

My mom does not mind that a Spanish boy that I know calls every day. I tell my
mom that he is just a friend and she does not mind. We talk about our studies and
everything, he is a nice guy (Punjabi from India).
I can talk to boys on the phone, I can have them as friends but I can not go out
with them as dates (Punjabi from India).
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Still, this topic of the restrictions upon girls kept recurring, and although the
youths showed a pride in their culture, they did feel that certain norms sometimes
presented tensions as they mixed with non-Indian peers. As the discussion on ethnicity
suggested, these potential conflicts made the youths feel more comfortable staying with
peers whose parents had similar demands and expectations of them.
Some young Indo-Canadian women who are now young mothers experienced their
teenage years in Canada. A number of them consciously to try to help their daughters to
avoid much of their stress they faced as adolescents, at the same time as accommodating
their own wish that they and their children have the benefit of being an integral part of the
South Asian community. A young women in this situation expressed how as a youth she
had felt some stress from racism and discrimination from the dominant western society.
However, she asserted that she felt the greater part of her stress arose from the
expectations of being an Indian female. The woman emphasized that she was torn
between two cultures and that attempts to meet family expectations was at the expense of
denying her own desires to experience new perspectives and opportunities.18
A number of South Asian parents who have been in Canada a significant amount of
time, and many of the young people, do begin to appreciate certain norms and values of
both cultures and to search for a comfortable means of reconciliation. What results is
what Gibson conveyed through her ethnography of the Punjabis in Califomia—there is
"accommodation without assimilation" (1988).
As the introduction and later discussion suggests, some critics of multiculturalism
are apprehensive about fostering cultural pride, fearing that this leads to "cultural
retention" rather than integration. As these interviews are demonstrating, a pride and
attachment to one's culture does not mean a failure to critically examine it and to modify
attitudes and perspectives in light of new experiences. For these Indo-Canadians, it
appears that experience in another culture, e.g., Canadian, stimulates them to critically
18. Interview conducted by Indo-Canadian university student with Indo-Canadian mother.
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examine their cultural background objectively. Though showing an appreciation for their
ethnic/cultural background, these youth were also critical of aspects of it and exhibited a
keenness to accommodate and integrate into North American society.

Integration and Assimilation: Cultural Resistance and Change. As Moodley
suggested, immigrants continually examine their cultural baggage for what seems
meaningful in the new society whilst discarding other features ( 1986, p. 69).
The Indo-Canadian girls illustrated how this was the case. When discussing the
issue of cultural change, the youths brought up aspects of their culture about which they
were critical:

One thing I don't like about our culture is caste, I hate that (Canadian bom
Punjabi-all the girls responded in agreement).
Like if you like a guy you first have to ask what caste he is, if he is not of the same
caste, your parents will think it bad if you want to marry him (Canadian bom
Punjabi).

Some youths saw some changes occurring in the community, whilst others stressed
the pressure that was upon them and their families to be "good South Asians."

But these days people are starting to marry people of other castes. They are
starting to marry because they like the other person, you don't have to look at their
nationality (African Punjabi).
If you like the person and if you go out with them for a long time it does not
matter what their nationality is as long as they are good. My doctor's daughter
married an English guy, and my doctor does not care because the guy is really nice
(Punjabi from India).
That does not always happen however, sometimes parents are more resistant
(Punjabi facilitator).
People from your culture may talk about you and your parents as very bad, and
your parents are going to feel really bad. My aunt got married and ran away. My
grandparents got so depressed they wanted to kill themselves because people were
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talking about them. It is hard for the family to get used to it. You can get out cast
from the community. If they don't do it to your face, they do it behind your back
(Punjabi from India).

Several of the youths had stories about their youthful relatives who resisted
traditions in opposition to the demands and expectations of the more traditional
community members (often the grandparents):

My mom's sister ran away last week. She was going out with this guy for a long
time and she had gone to India to get married. My grandma keeps crying and
crying, but it seems as if they don't care what YOU want (Canadian bom Punjabi).

The facilitator used the opportunity to help the youths to understand the cultural
conflicts and tensions they experience and to express their feelings.

Parents and grandparents are trying to hold on to what is familiar for them, where
here everything is so different When you are going through the school system and
growing up here there are pressures from friends and from home, and both sides
expect you to behave in a certain way. And sometimes the two behaviors are at
the total opposite side of the corners. Friends want you to behave one way, and
parents another (Punjabi facilitator).
It is difficult, you feel that you are being pulled apart (Punjabi from India).

Several girls, both new immigrants and others, responded, "Yes it is very hard"
As if to give reassurance that processes of change can be positive and that parents should
trust their children who are becoming more open, several students had stories like the
following.

My mom's friend's daughter, she was allowed to date and she never did anything
bad; and now she is married to an engineer (African Punjabi).

The conversation focused upon other ways in which the parents wished the youths
to subscribe to their Punjabi culture.
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My parents want me to be Punjabi. If I am not like a Punjabi girl people gossip
about you in the community. Like if I go out wearing pants everyone gossips
about me. Recently, I was wearing pants and I just went into the temple to look
for someone and I felt so self conscious (Punjabi from India).
My grandparents came to Canada and they say it is not really nice to wear pants
and all, especially to the temple. They say you should wear suits especially to
parties and the temple. They also say we should hang out more in Main Street-the
Indian area of the city (Punjabi from India).

Especially the old people, they want you to wear suits (Canadian bom Punjabi).

When asked if they minded wearing the traditional Punjabi suits they all said, "No,
not really." They agreed with one girl who stated she liked wearing suits to parties and
Indian gatherings.
Language was another area where the girls talked about their parents' wishing that
they preserve their culture.

When we go home we speak English. Mom and Dad want us to speak in our
home language. They think that we should speak in our home language more.
But, we are getting used to English. We say that we should speak English so we
get used to it, and they get mad at us (African Punjabi).
At home we have to speak Punjabi. Other wise my dad will not listen to us if we
speak English (Canadian born Punjabi)
Yeah, if I speak to my mom and dad in English they will not listen to me (Fijian
Indian).
When asked if there was anything else they had to say about the expectations of
their families, as with several of the other groups, these youths mentioned the importance
of respecting their elders and in some sense the more hierarchical relationship. One youth
stressed and the others agreed:

We are supposed to respect our parents. We are also not supposed to talk back to
them like some Canadian youths (African Punjabi).
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The girls also emphasized how, though the families were very close, sometimes
coping with being a part of two worlds implied not always being able to be completely
open with them.

Because we are not supposed to do everything we can not tell our parents
everything (Fijian girl--others nodded in agreement).

The discussions on adaptation and social integration made clear the strength and
influence of the girls' South Asian identity. Although they were questioning some of the
more traditional beliefs and making adaptations to the North American context they were
clearly affiliated through identification and certain values and practices with their South
Asian heritage. As the facilitator came to the question, "Do you think that you have
assimilated or integrated," it became apparent how inappropriate the question was. When
the facilitator explained that integration means that your Indian identity is important and
assimilation means that you lose your Indian identity, one youth responded, "What a
stupid question." Others responded in agreement. It seemed as if assimilation--if it
implied completely forfeiting their Indian identity--was an unthinkable option.
Though the youths may be integrating into the larger community they also
emphasized the extensive family networks and how visiting and going to the temple was a
significant part of their social life. This is affirmed in the literature as Buchignani et al
state:

South Asian immigrants have far more extensive notions of kinship and stronger
feelings of family responsibility than the vast majority of Canadians. Moreover,
since they generally come from places where kinship links are vital to the
maintenance of one's socio-economic status, there is an expectation that even
distant kinship connections will be maintained through visiting, reciprocal
exchanges, and mutual aid (Buchignani et al, 1985, p. 172).
Finally, another factor that some young South Asians talked about is a sort of new
revival of Indian culture among South Asian youths. A college student after interviewing
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several over college students of South Asian descent summarized thus "...compared to ten
years ago today’s Indian youths seem to have more experience with Indian music and
fashion...now Indian youths don't seem to try to "hide" their "Indian-ness" as did some
youths as recently as eight years ago."19

Chinese Group

The conversations with the Chinese youths about cultural adjustment were in depth
and brought up a variety of issues.
At the beginning of the discussions about adaptation the youths focused upon the
fact that both North American and Hong Kong cultures were basically an industrialized
urban culture and there did not seem that many differences. They also pointed out that
given the large Chinese population in Canada there was not always a push or incentive to
change. As one girl stated:

It is not that different. We still cook Chinese food at home. There are so many
Chinese people you can hang out with Chinese friends. You don't really have to
adapt yourself. You can still really be Chinese and hang out with Chinese. You
speak Chinese, you celebrate your holidays--not much adapting (Chinese girl).

However, later as the group began probing into what culture was, significant
differences began to emerge. For example, as in a number of the other groups, these
youths also focused upon the differences in social relations in North America. They
concentrated upon the more hierarchical relationships between parents and children in the
Chinese culture. The significant differences between schooling in Hong Kong and North
America was also a major topic of conversation. Like several other groups the challenge

19. Written in a university student's paper. Permission was given by the student to quote her paper.
However, she wished to remain anonymous.
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and feelings involved in becoming competent in English in school was also a pertinent
issue.

Feelings and Perceptions of Initial Arrival and What Seemed

Significant in

Adjustment* Coping with English appeared as a major adjustment issue in school. The
youths explained how not knowing the language seemed to instill not only a feeling of
helplessness but caused them to feel they were taken as less than they were. One girl
explained that she felt that teachers did not talk to Chinese students much when they were
not too competent in the language; and she explained how this affected their self-image
and self-esteem. Perhaps they were used to being considered bright and articulate
students in Hong Kong and felt a loss of status or self affirmation using a second language
at school. The youths explained the pressure they felt due to their difficulty with the
language.

You are in silence because your English is so bad and you really want to talk, but
can't You feel frustrated and the teacher also feels frustrated (Chinese girl).
The main reason that immigrants don't say anything is because they don’t
understand, but teachers may think that they are lazy or not bright—especially
when sometimes we have to do oral presentations and our English is not good.
You don't want to do it because people laugh at you. There is a lot of pressure on
you and you feel embarrassed (Chinese girl).
The youths felt very conscious of the humiliation they may face if they attempt to
use broken English.

Whatever I say people are just going to laugh at me. So I would rather just say
nothing. If people are going to laugh at me either way, why not just keep my
mouth shut (Chinese girl).
Even if we know the answer, we would rather not raise our hands, because we
know people will laugh at it (Chinese boy).
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The conversation turned into a discussion regarding feeling comfortable about
using English. The youths felt that it may be harder for them to learn to pronounce
English than it is for some of the other ESL students.

If the Chinese were alone together in a class, we would speak up, because we all
speak poor English. Sometimes it is fun and okay to speak to other Chinese in
English. In ESL it is different, there are also Spanish students, and the Spanish
students learn English more easily and they answer the questions more quickly
(Chinese girl).
Before I was in ESL I was scared to speak and did not practice much. Now I am
in regular class I'm even more scared to speak because all the students' English is
good. I wish I had practiced more when I was in ESL (Chinese girl).

The youths talked quite a bit about what the facilitator called "saving face"- the
fear of being embarrassed or humiliated in class. The students recognized there was a
greater expectation of oral participation and skills in school than there was in schools in
Hong Kong. This factor, coupled with the difficulty with the new language, made them
feel awkward at school. At the same time they were both eager to learn English and to try
to participate as students. They urged each other to recognize the importance of them
taking their own initiative.

I am just scared that my answer will be wrong (Chinese girl).
This is your own problem, only you can make the initiative to change. I guess us
guys need to have a thicker face and not worry about being embarrassed (Chinese
girl).
One guy came from China after us, and he kept pushing himself and now he is
better than us. He did not care what people thought of him (Chinese girl).
I suppose we can only help ourselves. It is up to us to help ourselves. It is only up
to us to take the initiative (Chinese boy).
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The facilitator explained how in various ways several of the students expressed
that they would like to be more like the student who was not so worried about what
others think.
The students also mentioned how school is different in North America (Schooling
will be discussed further on).

It is more free and open and you have to learn things by yourself (Chinese boy).

Other aspects related to adaptation were the differences between the demography
and lifestyle of Vancouver and Hong Kong.

Canadians think there is a lot of excitement here, but when we come here we feel
there is nothing to do (Chinese boy).
There is a difference in how the city is. Here you open the door to the street, in
Hong Kong it is mostly all high rises (Chinese girl).

Social Relations in the Hong Kong and Canadian Context. The youths
emphasized that things were not that different for them in Canada until the discussions
focused more upon the meaning of culture. As one girl stated:

But apart from what we have been talking about there is not much adapting to do.
It is almost like Hong Kong (Chinese girl).
However, when the facilitator urged the youths to think about what Chinese
culture meant they began to identify the less tangible aspects of culture and to stress the
differences in social relations.

It is a very hard and deep culture. You can not just look at it on the surface to
understand it You can not look at it from your own values. You have to go
deeper to understand it You have to think about the way we behave and think.
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Intereenerational Issues. Several of the youths brought up the issue of the
difference in the relationship between parents and children in Canada and emphasized the
more hierarchical relationship between parents and children within their culture.

The main difference is the way of thinking and how people communicate. In
Chinese culture there is a lot of humility the parents are higher than you. In
English families they treat you more as friends although my dad and I are friends
and we will play baseball together. My dad is a lot more open, but in more
traditional and conservative families they would not even play with the kids. In
Chinese families if parents say "no" its "no" (Chinese boy).
In Western society youths are freer, parents let the youths do what they want.
Also parents are more like friends with their children. In Chinese culture it is
different you are under your parents, you have to listen to them, you are not equal
with them (Chinese girl).
In Chinese families it is one way, the children listen to the parents. In Western
culture it is two ways--the parents and children both participate leading to a
compromise (Chinese girl).

A number of the youths reflected upon how they felt about the different
communication styles. They were very articulate in expressing the differences--as if they
had given this issue prior thought20

There is good and bad in both. In Chinese families, whatever parents say you have
to listen. In English society they ask the children's opinion. In Chinese families, a
cup of water—if the parents say it is sweet it is sweet, whatever you think or
believe. In English culture if you taste it you are entitled to your opinion. It is not
considered talking back. In Chinese culture that is considered talking back
(Chinese girl).
The English way—kids respond to parents and they are taught to think for
themselves. In Chinese culture, there are more rules you have to obey and follow
(Chinese girl).
In English culture they will explain to you why it is not good. In Chinese culture
they just tell you, they don't explain they will just say you must totally listen and
20. There were more girls present during this conversation and they seemed to dominate the discussion.
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don't ask so many questions. Parents think that they have more experience and
know better. They will feel why are you questioning as if you are questioning their
integrity. Chinese kids can only be the listeners (Chinese girl).

Resistance. Rather than directly criticizing their families' practices they illustrated
their resistance.

At home I don't like to listen to them anymore even if they tell me.( Chinese girl).
All the youths agreed and gave examples.
May be why I don't listen is that I am very stubborn. I want to keep trying to
show that what I believe is not wrong (Chinese girl).

Some of the youths did feel that their parents, particularly the mothers, were not so
rigid. Another observation that the girls made was that since coming to North America
their mothers are making more decisions in the family. A couple of girls stressed that this
was also the result of the fact that a number of their fathers were away often and that
therefore mothers had started to have more decision making power that remained even
when the father was back.

My family is a little more westernized. Me and my mother can talk about things,
but not with my father. Actually, my mom is more the head of the family here
(Chinese girl).
Mom is quite strong in making decisions. Dad goes back to Hong Kong a lot
(Chinese boy).
Dad is not home, Mom makes the decisions. When father is home he is really strict
and overprotective. Sometimes Mom says ask Dad, now sometimes Dad will say
check with Mom and he will agree with Mom (Chinese girl).

The youths also talked briefly about means of control and punishment in the family
and resistance to more traditional methods.

The Chinese concept is if we hit you we care about you (Chinese boy).
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If my father hit me I would leave (Chinese girl).

Like the other groups, these teenagers had heard a lot about child abuse in North
America but felt that it was something not so prevalent in their culture.

But it is not like in Western society. Child abuse and hitting kids is lower in
Chinese families than in Western society (Chinese boy).

Around the time of this project, a couple of these youths and some other Chinese
peers took part in a small video project--in which they produced scenarios--that were to
be presented at a youth conference. The scenarios reflected the discussions stressing
conflicts between the youths trying to assert more individuality and present their own
ideas and desires and their parents who had their own ideas about what was appropriate
for the youths. Some of the youths illustrated the way they would like the parents to be
which included more emphasis on dialogue at the same time as still offering guidance.

Gender Issues. There was not a lot of discussion about gender issues, when the
girls were alone or when the boys and girls together. The conversation came up mostly
during a discussion about schooling. The youths stressed that the Canadian girls were
more concerned with boyfriends and "flirting" than Chinese girls. They felt that the
Canadians were too preoccupied with their images and appearance. They seemed to look
disapprovingly at this aspect of Canadian youth culture.

The culture is different, the girls are more open and think a lot about boys and
clothes. We prefer uniforms at school (Chinese girl).
Although the girls did not stress inequity between the genders in their culture they
did recognize that girls were sometimes more restricted because of a greater feeling of a
protective attitude on the part of their parents.
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For a Chinese family the girls don’t usually have as much privileges as boys.
Families worry about rape and other things (Chinese girl).
When it comes to going out at night, Chinese are overprotective and I prefer the
Canadian way (Chinese girl-other girls nodded in agreement).

The youths also wanted to emphasize differences between Mainland China and
Hong Kong. Moreover, they were also astute in identifying the problems in overgeneralizing and in recognizing class, place of origin and individual differences as
fundamental to understanding individual behaviors.

In Hong Kong, kids are more rebellious and do not always get the parents'
consent Especially in rural China they are more traditional and law abiding to the
elders (Chinese girl from China).
Our environment affects you-if you grow up in a poor environment you would
want to make money to change it. Some people may have more money than
others and this will affect them. Some people may experience more "filial"—
obedience and duty to parents. (Chinese boy).

Some youths also wished to express that they did think that their parents were
trying to consider the youths' perspectives.

Children may say "What about my way." The parents will listen to what they have
to say; but if they still think they are right they will encourage the kids to think and
understand their point (Chinese boy).

Adaptations in Schooling. As with several of the other groups, the experience of
adaptation to schooling arose in various discussions. The youths discussed the differences
in the structure/atmosphere of school in Canada; the low status of ESL classes and their
dissatisfaction with them; and experiences with teachers and racism in school.
They objectively compared the educational system in Hong Kong with the
Canadian schools, identifying positive and negative features of both. Different youths,
understandably, had different perspectives.
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Well, there is a lot of difference here. Education is more individual, they let you
use your own way of thinking to learn things. It is not just rote memory to spit out
what teachers say. You can use your own way of thinking to learn. I like school
here better (Chinese boy).
I came from Macaw. I liked it there better. Here you have to think too much. In
Macao you just memorized everything, it was much easier (Chinese boy).
I feel 50/50 there are some things I like better here and some things I liked better
there. If you want to go to university you have to go after it yourself, they
encourage you to do it on your own, it is very individual (Chinese girl).
Here if you skip a class no one really cares. Here it is more individualistic and
democratic. They let you think the way you want to think (Chinese boy).
The youths talked positively about the more familiar relationship between students
and teachers in North America. A number of students gave examples similar to that given
by the following girl.

In Hong Kong, there is a stronger code of conduct. Teachers are more autocratic,
here they are more democratic. Here if you have a reason for what you do, it is
okay. For instance in Hong Kong you could not bring your school bag to the
washroom. If you did, you were in big trouble. In Hong Kong, if boys had long
hair they would cut it I even had a friend who wore a little hair spray and the
teacher sent her to the washroom to wash it off (Chinese girl).
In Hong Kong, the teachers are not reasonable, they will never admit that they are
wrong (Chinese girl).
Here you can really joke and fool around with the teachers. In Hong Kong
teachers have a high status. It is a matter of courtesy not to joke around with the
teachers. The possibility of teasing and things you can talk about is lower in Hong
Kong than here (Chinese girl).
On some occasions youths would express how they appreciated the selfresponsibility that a more democratic environment nurtured.

It seems that the teachers trust the students here. Here before you do something
wrong you will think about it They will let you go along and do it a few times.
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But because the teacher trusts you, you will start to feel guilty and then you will
just stop (Chinese boy).
In Hong Kong, there are so many rules and regulations it causes students to be
rebellious. Here they open the door and say skip if you like. The motivation to
skip is not there anymore because of that you don't want to skip anymore (Chinese
girl).

In other instances they also appeared to have mixed feelings about the amount of
self-responsibility that was required.

Here they are more reasonable but sometimes too loose (Chinese girl).
In Canada it is much freer, you can skip classes and things. There should be a few
more regulations to not make it so easy. Uniforms were better so you could tell
who was skipping out of schools and others would force them back to school.
There is only a little punishment, not enough consequences for your actions--in
school we should really regulate skipping out (Chinese girl).

. Similar to the Latin American students the Chinese youths felt unhappy about the
situation of being in ESL classes.

I don't like ESL. If you jump into regular it is hard, but you still want to be in it
Even though it is hard you want to move into it quickly. You feel bad in ESL and
you do not feel that you are moving ahead (Chinese girl).

Students had complaints that it is unfair that they do not get to go up to another
level. Rather they felt that since ESL was continuous enrollment, when new students
arrived in class, it became repetitive and they were bored. In addition, the Chinese felt
they were discriminated in comparison to the Latin American students who they felt were
favored because of their better oral skills. This is ironic since, as mentioned, previously
the Latin American students had felt that it was the Chinese youths who were favored in
ESL classes.

When we stay in ESL instead of things getting harder, they get easier. Even if our
speaking skills are not good, we may write well. Those who speak a lot and
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whose speaking skills are good get moved up. The Spanish get moved up more
quickly (Chinese girl).

Each student said something about why it was not fair that they did not get moved
up. The Chinese students felt that they were discriminated against because they were
reticent in class.

As Chinese students, we feel we are discriminated against because we are quiet in
class—because we are shy and not used to talking a lot in class, and if our speaking
skills are behind our writing skills (Chinese girl).
We get really good marks in ESL tests A's and B's but still we don't get moved up
to regular class. What is the point of getting marks? It is not fair (Chinese girl).

When the facilitator asked the youths if they voiced their concerns to their teachers
and counselors, like some of the youths in the other groups, they showed a feeling of
helplessness. They expressed that if they complained about a teacher they would become
more unpopular as the teachers would side together and resent them more. Although
earlier they had expressed that teachers were more caring than in Hong Kong, they also
expressed their sensitivity to the emergence of racism.

Counselors do not like Chinese, even if we do tell them our concerns, they won't
do anything about it Sometimes in classes they even ignore us (Chinese girl).

These youths seemed clearly motivated to do well at school and to advance in their
future careers. Thus they were particularly concerned about the fact that they may reach
the school leaving age and not have the sufficient credits to graduate.

It is really unfair that I'm in this school and I'm here in ESL for all these years, then
I become 19 years and have to leave school. They are not trying to help you get
into regular classes (Chinese boy).
When you are ready to graduate, you may be missing your English so you can not
graduate although you have all the other credits (Chinese boy).
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How They Felt About Cultural Adaptation and Questions of Integration Vs.
Assimilation The discussion on ethnic identity affirmed that awareness of physical
differences, strong cultural roots and pride, and influence of parents These discussions on
cultural adaptation also illustrated that the youths questioned certain traditional ways of
thinking and behaving such that their own perspectives evolved as well. The youths also
mentioned, that given the large Chinese ethnic population in a city like Vancouver, there
was not a lot of pressure to integrate socially into the larger community.

But it does not have to be that different for us all of the time. Here you can be
with Chinese people, you can do the same kinds of things at home. You can have
your own Chinese community here (Chinese girl).

As the following section will further discuss, the youths also shared their
understandings and impressions about the concept of multiculturalism. The facilitator
talked a little about a multicultural versus a melting pot ideology and the youths illustrated
mixed feelings about Canada's approach to cultural diversity. One girl emphasized that
she felt that sometimes a greater push to integrate was preferable.

In the USA, the pressure to be Chinese is less, so it is better. Here you don't feel
so forced to speak English. It's like the policy says its okay to be Chinese and
there are so many Chinese here so you don't have to always integrate. I like the
USA policy because it helps you to learn English-otherwise you just continue to
be Chinese (Chinese girl).
She seemed to imply that it is safer and easier to stay within their community, but
that it was not always the most beneficial. Others appreciated the ability to have the
choice to practice their Chinese culture as they wished.

Here it is better because you can integrate if you want You have the right to be
who you are, to speak your language and all that. If we are young, we still have to
learn the language in school and work. Here if you want you can grab at the
opportunity to learn English and mix with others. If you choose to stay with
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Chinese kids it is your fault. Here you have the choice to mix and be with others
or be Chinese (Chinese girl).
I like the idea of integration. If you learn another language you can do better. It is
good to be bilingual--you have more opportunities (Chinese girl).
A number of youths showed an attitude of acceptance of adjusting to being in
North America.

Since you are coming to a new society you have to accept it and get along with it,
you have to accept it (Chinese girl).

Others stressed how not integrating with others was perhaps due to a feeling of
exclusion.

But if you go to talk to Caucasians, they don't want to talk to you; or you have to
wait for opportunities for them to talk to you (Chinese girl).

Another youth stressed how parents encouraged them to speak English but
sometimes tried to pressure them not to change too much.

Most of our families force us to speak English, even at home. But they also
encourage us to speak Chinese and to be Chinese. My parents think that Canadian
culture is too free and they prefer me to keep the "conservativeness" of the
Chinese culture. At home they always remind me of the Chinese culture and the
way they do things. If I do something that they think is Canadian they remind me
that in China people do things this way (Chinese girl).

Some youths felt that they wanted the choice to integrate as much as they wished.

You don't have the right to force someone to practice their culture--it is very
unreasonable (Chinese girl).

Future Expectations. Some of the ambivalence about integration may come from
the fact that returning to Hong Kong was still considered a viable option and thus there
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may not be a complete commitment to being in North America. When asked by the
facilitator "Do you want to stay in Vancouver or go back?" the majority thought about
returning to Hong Kong.

When I finish school, I will go back because it is more stimulating, people take
more risks. Here it is more conservative. We need to check out 1997 first
(Chinese girl).
I will go back even when 1997 comes. (Chinese girl).
The lifestyle here is for the retired, lifestyle is not stimulating, does not have the
challenges (Chinese girl).

In this small group, all but one youth said they wished to return. As the youths
shared what they thought were advantages in Hong Kong, they reflected their class biases.

We are not taxed as much in Hong Kong. Hong Kong economy is better, it is
cheaper, there is no tax on clothes (Chinese girl).
Here people get the benefits, but who pays for it? We do, the taxpayers, people
abuse the taxes and take advantage of it (Chinese girl).
In Hong Kong they would not let everyone go on strike. That way the system
does not break down like here. Here the whole system may not work (Chinese
boy).

When they thought of their futures and their occupations they were thinking of
their lives back in Hong Kong. Those who spoke up thought about themselves possibly
entering some type of business.
As the discussion has shown, the youths illustrated some critical reflection about
the differences between North American and Chinese societies—for the most part Hong
Kong. They endorsed certain new perspectives and saw their own ideas and beliefs
evolving, whilst they still wished to remain an integral part of the Chinese community.
The following section will further discuss the youths' ideas about North America
and their feelings about becoming a part of a multicultural society.
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Shared Experiences and Perspectives

As the dialogues have illustrated, all the groups brought up experiences and
feelings that arose from the language barrier and cultural discontinuities. The perceptions
of varying modes of social relations between Anglo-Canadians in comparison to
themselves were noted in relationships amongst peers, with families and with teachers. A
number of students from the different ethnic/cultural backgrounds conveyed an awareness
of the greater focus upon individualism and the more "relativistic" context of the Canadian
social climate—in terms of less prescribed norms and values (see discussion in chapter 6).
These impressions were evident from comments about Canadian inter-generational
communication, and the greater independence they perceived Anglo- Canadian youths had
from their families. Youths in several groups discussed the benefits of the greater
importance their cultures placed upon affiliation with family as well as recognizing, in
some instances, the limitations this factor placed upon them.
The discussions indicated how a number of students acknowledged the more
hierarchical, prescriptive nature of their relations with their elders and the greater
"openness" and participation in decision making common among youths in North America.
It was interesting to note how the youths critically examined these differences, pointing
out the advantages and disadvantages of both types of relationships. In various instances,
although hoping to obtain greater participation and consultation in decision making with
their parents, they also indicated that "strictness" also represented a caring and concern
that they appreciated.
Both the discussions of social relations and inter-generational communication were
often connected to gender issues for some youths. Particularly for the South Asian and
the Central American youths, evolving ideas of equity for females was a major focus. As
the youths critically examined their own culture and their perceptions of Canadian values
and beliefs, they appeared to be carrying out cultural analyses as they sorted through the
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various perspectives to form their own ideas and values. The significant importance role
of religion to their cultural group was also a theme that arose for these same two groups.
Given the variable situations of the different groups there were also different
emphases. The Vietnamese youths stressed their feelings of aloneness and the fact of
missing family members left behind. Other students in the Chinese and South Asian group,
who, for the most part were not refugees, referred a lot to the importance of family and
social networks and seemed to be motivated and supported by family to achieve at school.
The pressures from families to maintain the home culture was more of an issue for some
groups than others.
The youths spoke of various adaptation issues; however, it was not apparent that
these students' experiences represented a "crisis." The refugee youths who came to the
clubs had the added support of the social work professionals who ran the
educational/leisure programs with them. These professionals also expressed that for the
most part the youths in the groups were "managing" their adaptation.21
The youths in several groups spoke in some detail of their adaptation to schooling
in Canada. Students in all the groups stressed the varying social relations between
teachers and students in Canada, identifying more informal and less hierarchical relations.

A number of youths also noted the greater emphasis placed in Canadian classrooms upon
decision making and thinking for themselves. Again the youths critically analyzed and
contrasted the cultural experience of Canadian schooling with those in their home
countries. They identified positive and negative aspects of both systems-often
appreciating the "liberal" atmosphere in North American schools.
Another common factor that youths from various groups mentioned in regard to
education (e.g., the Vietnamese, Central Americans and some South Asians) was how
schooling seemed to take up the whole life of an adolescent. Schooling in a number of the

21. Interviews with youth club leaders.
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home countries seemed to take up less of the day while family and social activities were
given more precedence.
Some students particularly in the Central American group did speak of
educational problems. One Salvadorean boy had admitted to having left school, although
he had attempted to re-enter. However, for the most part, even those teenagers struggling
at school showed a positive attitude towards their adaptation experiences, seemed to
maintain a strong sense of ethnic identity, and expressed some sense of hope for their
futures. It is of course possible that it is easier to talk about hopes than apprehensions. A
number of students did admit to fears that they may encounter obstacles to career paths,
including language barriers, racism and financial difficulties. Issues related to cultural
adaptation and their implication to education are further discussed in the final chapter.
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CHAPTER 4

TOWARDS MULTICULTURALISM-CONFLICT AND HARMONY

Canadian Experiences with Cultural Diversity. Racism and Recent
Commitment to Multlculturallsm and Cultural Pluralism

There is no strength in seeing all sides unless you can act where real
measurableinjustice exists. A lot of academic talk just immobilizes the oppressed
and maintains oppressors in their positions of power (Kogawa, 1985, p. 35)
Yet, it is hard to find a democratic or democratizing society these days that is not
the site of some significant controversy over whether and how its public
institutions should better recognize the identities of cultural and disadvantaged
minorities (Gutman, p. 13,1992).

Throughout history culturally diverse societies have contended with the dilemma
of conflict, discrimination and racism. Though various political and structural factors will
influence the degree of the problem, inter-ethnic conflict and discrimination seems to be
inherent to racially and culturally diverse communities, particularly in more advanced
industrial societies.
Since the end of the Second World War a growing consciousness towards human
rights and equality has emerged. Faced with the dismal horrors of the Holocaust, the
proliferation of independence movements from colonized nations, and the heightened
consciousness and vocalness of minorities asserting their rights, nations of European
ancestry, such as Canada, have been forced to acknowledge and address the evils brought
on by prejudice.
In the latter half of the twentieth century, declarations of national and international
organizations began to promote legislation that moved away from institutional
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discrimination towards human rights and equity for all ethnic/cultural and racial groups.
Individual nations began to feel compelled to re-examine the detrimental assumptions of
prejudice that had formed social policies and hegemonic and racist practices. Though
racism in Western nations has persisted at institutional and individual levels, policies and
practices in various sectors have slowly evolved towards greater acceptance and
responsiveness to the ideals of cultural pluralism.
The dominant groups' positions of cultural hegemony and their ideologies of
assimilation have been increasingly resisted and contested. From the offices of the policy¬
makers, to the halls of the school houses and circles of academia, from pleas of minority
rights to postmodern discourses calling for recognition of the "other," repressed voices are
increasingly demanding to be included and to be heard. As Greene expresses:

In recent years however, invisibility has been refused on many sides. Old silences
have been shattered; long repressed voices are making themselves heard. Yes, we
are in search of what John Dewey called "the Great Community" (1954), but, at
once, we are challenged as never before to confront plurality and multiplicity
(Greene, p. 13,1993).

Though Canada has had a fairly grim history of discrimination, in recent times,
influenced by this changing international climate, the nation has moved toward the more
progressive approach of multiculturalism and promotion of ethnic/cultural and racial
equality. Canada credits in itself with being the first nation to initiate a national
Multicultural Act (1988).1
This section focuses upon portrayal of the Canadian response to cultural diversity
by briefly exploring the country's historical experience with cultural diversity (particularly
in British Columbia) and looking at the nation's recent approach and responses to
multiculturalism.

1. Interestingly, at the same time that ideas of cultural pluralism have become more prominent,
contemporary history is also witnessing strengthened ethnic separation movements.

186

The experiences of adaptation for minority youths are related to the larger society's
policies and responsiveness to cultural diversity. The receptivity of the host society to
immigrants, the levels of prejudice and discrimination, and the social measures taken
towards equity for all cultural/ethnic group are important factors affecting newcomers'
adaptation.
This commentary will be followed by a discussion of youths' ideas and experiences
of race relations and multiculturalism. This chapter lays the ground for the final chapter
that further defends the concept of multiculturalism and considers educational implications
in light of the findings in the research.

"Race’VInterqroup Relations In Canada with
Particular Reference to British Columbia

Historical Perspectives

Despite Canada's recent liberal approach to multiculturalism, its history is marred
by discrimination—particularly toward people of color. The first victims were the nation's
indigenous peoples who faced two hundred years of exploitation, racism and negligent
practices that undermined their culture and heritage (Richmond, 1988). Past injustices and
lingering discrimination has resulted in disorientation in the Native communities and
disadvantages in education and employment2
Asian groups have also long been victims of discrimination in Canada, particularly
on the west coast. Ward suggests "prior to the mid-twentieth century, racial and cultural
2. Although discrimination towards First Nations has not ceased, increasingly in the nineties both
government and the public have shown signs of a greater awareness and willingness to counteract
injustices and provide inroads for Native self-determination.
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homogeneity was the touchstone for west coast Whites; the character of the community
they envisioned was to be fixed by the dominant charter group-that of Anglo-Canadian
British Columbians" (1990, p. x). British Columbians demonstrated rigorous anti-oriental
movements, ranging from peaceful measures toward legislation against Asian immigration
to petty street violence, riots and forced removal of the Japanese community (Ashworth
1978; Ward, 1990).
History, like other social sciences, is interpreted through the theoretical lens of the
author. Whilst some authors will stress the political and economic causes of these
reactions to Asian settlement. Ward, although not totally dismissing these factors, stresses
the psychological penetration of "nativist" ideas. Discrimination, Ward intimates, was
embedded in beliefs of the "unassimability" of the "Oriental" and the irrational fears and
assumptions of those who strove for the achievement of a homogeneous "White"
community. He suggests that hostility to Asians was motivated by fears that the disparate
behaviors and values brought by these groups would undermine the Anglo capacity to
perpetuate their values and traditions that represented the "White" British Columbia they
envisaged. The Anglo-Canadians believed deeply in the "unassimilability of the oriental"
(1990, p. xxi).
In the past, systemic discrimination restricted the immigration of non-white groups
to those who were brought to Canada to fill particular labor needs. In most cases these
groups were denied the same rights as European-Canadians.
The Chinese first came to western Canada, when gold was discovered in the Fraser
River in 1858. Between 1880 and 1887 more Chinese arrived and contributed to the eastwest unification of the country through the construction of the Canadian Pacific Railway.
During this period anti-Chinese groups arose in British Columbia. As hostility towards
Chinese grew and manifested in strikes and riots, Federal and provincial laws were passed
to restrict further Chinese immigration. Measures such as a head tax were imposed by the
dominion government to inhibit further entry and in 1923 legislation was enforced to cut
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off all Chinese immigration. It was not until 1947 that these laws were eased, enabling
Chinese families and families of those already in Canada to enter (Ashworth, 1979; Henry
and Tator, 1985; Ward, 1990).
Like the Chinese, Indians from South Asia were permitted into Canada when there
was a labor need to be met. A large number went to British Columbia to work in the
logging, lumber and mining industries (the majority came from the Punjab). South Asians
also faced discrimination and hostility in British Columbia. They were targets of the antiAsiatic riots in 1907. An anti-Asian exclusion league put pressure on the government to
try to limit immigration from India.
Being a part of the British Commonwealth, India presented more problems for the
dominion of Canada in its attempts to bar its citizens. However, more subtle measures
were devised to prevent their entry such as the restriction that only those who could make
a continuous journey were to be allowed into the country. The notorious Komogatu Maru
incident was a challenge to this rule and an exemplar of stubborn discrimination.3
From the 1850's to 1940's anti-orientalism was endemic to British Columbia. The
Japanese also faced immense discrimination which culminated in their forced evacuation
during the second world war. Canada has only recently responded to calls for redress and
formerly apologized.4
As Ward identifies, there was a broad consensus that "Orientals" from the
continent of Asia were unsuitable for life in Canada. It became a "cultural norm"—
perpetuated through people's sentiments, media and government institutions. The
Westerner’s image of the Asian was. Ward contends, "an unalterable alien" and the image
was reinforced by contemporary images of Asia. As Ward asserts; "No sanctions in
British Columbia curbed the free expression of racial prejudice. This pattern of informal,

3. About three hundred Punjabis made a direct trip from Hong Kong and,al though at port for several
months, they were refused entry to British Columbia.
4. Under the Mulroney government in 1988.
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unrestricted circulation of attitudes facilitated the generation and maintenance of the racist
consensus" (1990, p. 168).
The changing international climate in the post-war years which condemned racial
discrimination, a growing voice of minority Canadians, and changing images of others
from continents like Asia has affected the perception of Canadians toward ethnic diversity.
Gradually legislation affirming racial equality began to surface in institutions and started to
make gains with the public (Ward 1990; Ashworth, 1979,1989; Henry & Tator, 1985).
Since the seventies, immigration has been based upon a point system related to the
economic and social needs of the nation. In addition there have been categories of
assisted relatives and refugees. Given these changes, the "entrance status" of groups such
as the Chinese and Indians has also been altered. Members of various groups such as
South Asians and Hong Kong Chinese are entering as professionals. Recently many Hong
Kong Chinese have arrived under the entrepreneurial and investment clause. Subsequent
generations of early immigrants have also availed themselves of social mobility
opportunities and transformed the pattern of the structural mosaic. Historical
circumstances and social policy influences the relationship between social class and
ethnicity.5 These developments in turn have some influence on perceptions and attitudes
towards certain ethnic/cultural groups.

The Development of Canadian Ideas of Multiculturalism

Significant policy changes and movements away from overt institutional
discrimination first occurred in 1947 when the nation began to open its doors to Third
5. The socio-economic status of the various ethnic groups are influenced by the varied historical
experiences of both immigrant and indigenous groups. Slavery, subjugation of Native peoples,
colonization and Third World underdevelopment. The exodus of colonized people to more advantaged
areas, and exploitation of early immigrant laborers have contributed to the creation of relationships
between social stratification and ethnicity in North America. Moreover, cultural hegemony and
institutional discrimination can perpetuate disadvantage.
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World immigration from the Commonwealth. The Canadian Bill of Rights in 1960 eased
the way for reforms. However, it was not until 1967 that Canada's institutional
discriminatory immigration policies and racial exclusion provisions were officially reversed
and removed from immigration law. Even then it was only with the New Immigration Act
of 1978 that non-European immigrants, especially non-Caucasians were encouraged to
come to Canada.
Ideas of multiculturalism started to become germane in the sixties. Whilst it was
seen by some as an act of generosity and enlightenment on the part of a progressive
government, others saw it as an act of political manipulation—to win ethnic votes.
In 1969 a government Royal Commission on bilingualism and biculturalism was
initiated to improve English/French relations and this also set in motion ideas of
multiculturalism. The commissions report was criticized by Canadians of other than
English or French backgrounds as failing to attend to their concerns in Canadian society.
Thus the Royal Commission took on the mandate of examining bilingualism and
biculturalism taking into consideration the contribution of other ethnic groups. In 1971,
Trudeau responded to the report affirming a commitment to "bilingualism within a
multicultural framework" which eventuated in the landmark Multicultural Policy (1971).

The Multicultural Policy
The entrenchment of multicultural rhetoric and activities were first established in
the original Multicultural document Since the early seventies, this Canadian Multicultural
Policy has ostensibly aimed to promote a course of social development to foster
"integration" rather than "assimilation" of different ethnic/cultural groups. The policy has
provided an ideological framework, supported by various levels of financial assistance,
that has influenced both institutional and public responses to cultural diversity.
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In the earlier days of the policy, the government support appeared to emphasize
rhetoric and programs of both cultural maintenance and culture sharing. Much of the
criticisms lurking today stem from concerns about these two goals. The policy's
commitment to cultural maintenance is expressed in the following statement:

First, resources permitting, the government will seek to assist all Canadian cultural
groups that have demonstrated a desire and effort to continue to develop a
capacity to grow and contribute to Canada, and a clear need for assistance, the
small and weak groups no less than the strong and highly organized (Canada,
House of Commons, Debates, 1971, p. 8546).

This aim resulted in support for cultural/ethnic activities such as community
ethnic/cultural television, heritage languages, and various folkloric activities etc.
Even in the early stages of the policy there was some recognition of the
fundamental role equity and facilitating social integration must play in a viable pluralistic
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society. Persisting inequalities over the years, however, have led critics to call into
question the policy's commitment to the following goal.

Second, the government will assist members of all cultural groups to overcome
cultural barriers to full participation in Canadian society (Canada, House of
Commons, Debates, 1971, p. 8546).
Trudeau was foresighted enough to contend with fears about undermining a
Canadian identity by alleging, perhaps idealistically, that multiculturalism rather than
thwarting Canadian identity development, provided a foundation. He stated, that "We
believe that cultural pluralism is the very essence of Canadian Identity" (1971). Thus, the
promotion of cultural maintenance was to be perceived as unifying rather than divisive, as
the following goal suggests:

Third, the government will promote creative encounters and interchange among all
Canadian cultural groups in the interest of national unity (Canada, House of
Commons, Debates, 1971, p. 8546).
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The goal of social integration was also stressed by emphasizing the language skills
needed to successfully participate in the society:

Fourth, the government will continue to assist immigrants to acquire at least one of
Canada's official languages in order to become full participants in Canadian society
(Canada, House of Commons, Debates, 1971, p. 8546).

In addition, multiculturalism was also claimed to benefit the nation by overcoming
or preventing a "homogenization and depersonalization of mass society" by encouraging
individuals to identify with a particular ethnic group (House of Commons 1971, Moodley,
1986).

The Promise and Practice of Multiculturalism

This concept and practice of multiculturalism, often acclaimed by politicians and
others as a progressive policy commitment toward managing diversity, has also come
under persistent criticism from both the political left and the right. When examining these
criticisms it is important to recognize that the original priorities and directives of the
multicultural policy have evolved in response to public concerns and academic scrutiny.
Before addressing the concerns with Canada's multicultural policy a brief overview of its
premises and evolution can be provided. What are the goals and ideals of
multiculturalism? How has it evolved? And what are potential problematic areas with the
concept and practice?
Canada's management and attitude toward diversity has often been compared to
the attitudes toward pluralism in the United States. Past assessments of the two countries
have differentiated between the Canadian "mosaic" and the American "melting pot"

193

Though minority groups in the United States have long pressured for commitments
to an ideology of cultural pluralism and rejected notions of a "melting pot," Gibson
recognizes a majority in the United States still cling to notions of assimilation. Gibson's
study of minorities in education, using Punjabis in a California school as a case study,
illustrates what she feels are prevailing attitudes and assumptions of the larger society.
She writes that "the minds of majority-group educators remains assimilationist..they urge
that newcomers must adopt an "American lifestyle" as rapidly as possible...(and) the
immigrant student is labeled "un-American" because his/her behavior deviates from the
majority norm" (1988, p. 196).
Gibson concludes with a call for greater recognition, in schools and society, of the
multiple identities of the people of the United States. As she asserts:

Schools need to foster learning environments where students are given full
opportunity to participate in the mainstream of American society while also, if they
choose, maintaining their separate identities, so that the concept "mainstream"
itself comprehends multiple cultural identities...A policy of supporting
accommodation and acculturation without assimilation will benefit all, majority and
minority alike (1988, p. 200).
Gibson's extensive ethnography is worthy of attention. Although she makes no
comparison with Canada, her conclusions comply with Canada's professed approach to
multiculturalism. Contemporary Canadian government documents propose tenets of
pluralism, of accommodation and acculturation without assimilation.
For instance, in the Glossary of a Task Force Document concerning the mental
health of refugees and immigrants, After the Door has been Opened, suggests several
important positions are proposed. Firstly, is the decision not to use the term
"mainstream." This alleges that it "defies Canada's image of a multicultural society where
all cultures have equal status and none more power than others." In lieu of "mainstream,"
terms such as the "general" or "established" community are employed.
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The report also emphasizes the use of the term "integration" suggesting that
...it is a process which is clearly distinct from "assimilation," in which groups
and/or individuals become able to participate fully in the political, economic, social
and cultural life of the country without loosing their distinct identities" (1988, p.
98).

This ideological perspective of cultural pluralism has also been reflected in the
Canadian social science and educational literature (e.g., Samuda et al. 1984; Ashworth,
1992; McLeod, 1992; Moodley, 1986, 1992).
The match between the ideology and the Canadian reality, whether immigrants feel
that they can become part of the "established community" and maintain their identity, and
whether Anglo Canadians generally support integration rather than assimilation are central
questions. This study touches upon these briefly further on and some of the youth
interviews allude to these themes. However, even given a discrepancy between the
proclaimed ideals and the contemporary situation, the significant question in terms of the
policy is whether a policy commitment towards these ideals actually contributes toward
their accomplishment. I propose in the conclusion that it does.
Though it is being argued that there are important distinctions between Canada
and the United States there are certain precautions which must be noted. The once
accepted distinction between Canada’s more liberal ideas of a "mosaic" as opposed to the
United States' proposed "melting pot" ideal has been vigorously questioned (e.g., Lipsett,
1990). This distinction has been undermined by recognition that social patterns of
ethnic/cultural groups on both sides of the border exhibit similarities. As this study will
argue in the conclusion, some sense of both cultural retention and accommodation seem to
be an inevitable process, whatever the purported policy.
In Canada, despite a professed philosophy of cultural pluralism, ethnic/cultural
groups have inevitably recognized the need to make accommodations to the dominant
Anglo, (or in Quebec, French) culture. The United States, especially since the late sixties,
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has experienced rising pressure from minority groups for greater equality and an
acknowledgment of a philosophy of pluralism-come to be reflected in fields such as
multicultural education and workplace policies such as affirmative action.
Persisting inequities related to ethnicity also seem to characterize both countries.
Critics of Canada's mosaic image include Porter with his classic study "Vertical Mosaic"
depicting the intimate relationship between ethnicity and social stratification (1965).
Though there have been many rebuttals of Porter's perspective, Li stresses that ethnic
inequality does persist for some groups. However, he acknowledges recent changes
towards greater equality, the complexity of the relationship between ethnicity and class,
and the importance of taking a variety of factors such as race and longevity in Canada into
consideration (1988).
Lipsett (1990) also cautions against being too readily optimistic about the public's
acceptance of a philosophy of cultural pluralism. He suggests that Canada has witnessed a
backlash against the mosaic concept due to high immigration figures (Government studies-e.g.. Economic Council of Canada, 1991— affirm this backlash tendency). Recently in
both the United States and Canada there has been opposition from sectors of the dominant
society to ideas of multiculturalism. Promotion of ideas of cultural pluralism have given
rise to fears that support for recognition of ethnic identities and legitimacy of programs
such as multicultural education will bring about fragmentation and threaten national
identity (e.g., Spicer report, 1991).6

Responding to Canadians: New Developments in Multiculturalism

Since its inception, the Multicultural Policy has not been without its critics.
Theorists have examined the meanings, contradictions, possibilities and practicalities of

6. A major party in the, 1993 upcoming election, the Reform party, that is liable to win a number of seats
in Western Canada, is the first party to want to cut all departments and programs in Multiculturalism.
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this official ideological approach to managing cultural diversity (Li, 1988; Hiller, 1990;
Gairdner, 1990).
On the extreme side, the multicultural ideal can be rejected by those caught in
some semblance of ideological dogmas of White supremacy. This small lingering, but
perhaps growing, group would reject the current immigration policy, as well as possibly
certain notions of equality and a philosophy of cultural pluralism (e.g., Gairdner, 1990).
However, an examination of popular concerns with multiculturalism seems to
indicate, that for the most part, they stem from a more moderate perspective. It can be
argued that a number of these positions arise from a lack of awareness of the evolution
and changes the policy has undergone, and/or misunderstandings around some of the
complex issues of cultural pluralism. These misunderstandings will be examined in the
conclusion. Presently, the recent development in the Government's policies may be
explored.

Government Initiatives. In 1988 parliament adopted the Canadian

Multiculturalism Act. The act confirms the role of the government to be responsible for
societal change. It states the nation "is committed to a policy of multiculturalism designed
to preserve and enhance the multicultural heritage of Canada while working to achieve the
equality of all Canadians in the economic, cultural and political life of Canada." The act
sets out policy objectives for the nation and reinforces the role of federal agencies to
implement the objectives. These goals ostensibly aim to ensure that policies and programs
are actively developed to ensure equal opportunity and advancement (Multiculturalism
Act, 1988).
The Canadian Multicultural Policy has evolved over the years along with new
legislation that has placed a greater emphasis on human rights and views cultures as a
way of life," not just as "song and dance." McLeod acknowledges these changes as he
proposes the policy has entered its second stage (1992, p. 217).
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Along with the new act four specific sectors were defined: Race Relations and
Cross-Cultural Understanding; Heritage Languages; Community support and
Participation and Cross-government Commitment. Additionally, steps were taken to
establish a full department of Multiculturalism and Citizenship which was subsequently
created in 1991. The same year, legislation was also passed to set up a Canadian Race
Relations Foundation (Multiculturalism and Citizenship, 1991, p. 20).
Although provinces have responded to government initiatives at different rates, by
the eighties all Canadian provinces were, in some manner, translating ideas of
multiculturalism to social policies and to the operation of certain institutions. By the
nineties most provinces had their own multicultural policies. For schools, multiculturalism
opened the way for multicultural and race relations education and policies.

A Greater Focus on Equity. Increasing numbers of visible minorities in Canada
coupled with their growing consciousness and assertiveness of these groups led to issues
of equity for all Canadians to becoming a greater focus of multiculturalism in the eighties.
The Canadian Charter of Rights was established in 1982 to guarantee equal rights to all
Canadians within a framework of respect of the multicultural heritage (Multiculturalism
and Citizenship, 1991).
A continual dissatisfaction with the evident lack of participation and equity of
"visible minorities" was acknowledged and responded to in 1984 by an All-Party
parliamentary committee on Participation of Visible Minorities in Canada, eventuating in a
report and recommendations entitled Equity Now (1984). The study, using participatory
involvement and testimonies of minority sectors of the community, was initiated to
address persisting inequalities, discriminatory mechanisms and prejudicial and ethnocentric
attitudes. The report concluded in pledges for new programs and policies.7

7. The report utilized the media to advertise its mandate and to encourage individuals and groups to
testify orally and/or in writing concerning their experiences and perspectives regarding its mandate. Its
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At the institutional level, various bureaucracies such as school boards have
introduced race relations and employment equity policies in an attempt to undermine
discrimination and promote positive ethnic relations.* * 8 These types of motions aim to
promote public awareness and education for intercultural understanding, appreciation and
tolerance of differences.

A Focus upon the Issues of Canadian Identity and Values and Social
Integration. Some of the concerns with multiculturalism seems to arise from the fact that
Canadian socio-political and cultural institutions have been built upon those of the two
original colonizers or "charter groups," the British and the French, and thus certain
members of these groups believe in their right to a type of cultural hegemony in North
America. Moreover, English-Canadians show signs of still being sensitive about securing
an identity as "Canadians," and feel that pluralism may undermine this goal. With
increasing immigration today these feelings are becoming more apparent
Moreover, not only do Canadians feel that their elusive national identity may be
being threatened and lost, but that multiculturalism somehow is equated with a "cultural
relativism"~that all cultural practices are equally acceptable. There is the perception that
some principles, habits and practices are perpetuated, in the guise of tolerance for
differences, which are inimical to fundamental democratic core values that Canada has
tried to stand for such as egalitarianism, anti-sexism, etc.
The new Department of Multiculturalism and Citizenship has been sensitive to
recent criticism and its' literature shows recognition of Canadians' fears that their symbols
and traditions are being eroded, of their wish for affirmation that "immigrants mix in and
become Canadians" and of their qualms about the virtue of encouraging ethnic retention
conclusions called for a variety of programs including race relations policies, employment equity or
affirmative action etc.
8. Not all school boards have race relations policies, but numerous ones do, especially in large urban
areas such as Toronto, North York and Vancouver.
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(Multiculturalism and Citizenship, 1991, p. 7). In response to these apprehensions, the
official government policy is to reiterate that rather than emphasizing cultural
maintenance, recent efforts have been based more upon assisting New Canadians and
minority communities to participate in Canadian society and promoting inter-racial
harmony and understanding between cultures (Multiculturalism and Citizenship, 1991, p.
11). Their budgets and programs do presently appear to be more supportive of these
priorities.
The Economic Council of Canada, after also assessing the social climate towards
cultural diversity, advised general modification of the multicultural proposal. It noted
Canadians apprehensive attitude about multiculturalism though seemingly still supporting
the notion of integration rather than assimilation. It also stressed the importance of
focusing upon "mutual accommodation" with Canadians, recognizing that this is expected
of immigrants (1991, p. 36). As the report states:

Yet some Canadians resent or misunderstand the multiculturalism approach and
the policies that flow from it. It seems to them that multiculturalism demands too
much adjustment from Canadians, and too little by immigrants...They do not
question the immigrants' desire to retain their culture but believe that those who
choose Canada should make a positive commitment to Canadian values" (1991, p.
36).

The promotion of equity of status, and rights of cultural retention, has left some
people feeling that the policy, and multicultural education, for that matter, proposes a
completely "cultural relative" stance—that all values, beliefs and behaviors are equally
acceptable. This perception has left Canadians fearful that this means that the nation is
condoning the unexamined acceptance of groups' customs and habits. Some majority
group Canadians feel that they are expected to adapt themselves to the newcomers
without the newcomers feeling the need to make a commitment to Canadian core values
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(Economic Council of Canada, 1991).9 In response to this type of concern the report is
assertive in affirming:

The country does not aim to maintain complete cultural systems but to preserve as
much of ethnic cultures as is compatible with Canadian customs (1991, p. 52).
More pervasive public questioning and scrutiny of the nation’s approach to
multiculturalism may have been precipitated by the intensified efforts and increased
funding to multiculturalism in the late eighties, coupled with growing non-European
immigration in the midst of conditions of economic recession. The persisting concern
about the public policy (most likely from the Anglo-majority) was that the strengthening
of common core values of Canadian social and political life should be given precedence
over the expression of cultural identities. This sentiment is further illustrated by a report
from the year long Citizens' forum on Canada's future which proclaimed:

While Canadians accept and value Canada's cultural diversity, they do not value
many of the activities of the multicultural program of the federal government
These are seen as expensive and divisive in that they remind Canadians of their
different origins rather than their shared symbols, society and future (Spicer, 1991,
p. 128).

This report also indicated that people were concerned that government funding
moved away from folkloric activities to programs to reduce racial discrimination and
prejudice and to serve immigrant orientation. Canada's ethno-cultural groups, the

9. The tension of who should adapt to whom, and whether tolerance of differences is perceived as leading
to an infringement of Anglo-Canadian culture and traditions is most readily apparent in the case of the
attirement of the Royal Mounted Police in Western Canada. Controversy arose over the debate
concerning whether the long standing uniform hat of the Mounties could be disregarded to accommodate
the turban of the Sikh. This was not a case of value clash, but rather the case of recognizing the
importance of the turban to the Sikh and legitimizing his right to maintain his religious beliefs at the
same time as having the right to become a RCMP. The opposition held out that the larger society should
have the right to maintain their traditions which includes the uniform of their National Police Force.
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commission stressed, also wanted more focus upon equity and immigrant orientation. In
response, the commission reaffirmed that orientation of priorities was already underway.

...the bulk of its budget goes to help new Canadians and minority communities play
an active role in Canadian society, and also to promote more harmonious race
relations and cross-cultural understanding” (Spicer, 1991, p. 129).

Attention to these public concerns is also apparent in Shaping Canada's Future
Together (Ministry of Supply and Services, 1991), a response to the Spicer Commission
Citizens'forum on Canada's Future. In this document the term "multiculturalism" is
noticeably missing. The report reflects the government's acknowledgment of the people's
sentiments about perpetuation of core values, (as opposed to cultural relativism) and their
concern with a national identity. Instead of the usual section on multiculturalism, there is
a part entitled "Shared Citizenship and Diversity” where the report states:

Being Canadian does not require that we all be alike. Around a set of shared
values, Canadian citizenship accommodates a respect of diversity that enriches us
all. Many Canadians have deep loyalties to their own communities—to a language,
to a region, to an aboriginal group, to a distinct culture, to Quebec as a distinct
society, or to ethnic roots. We may have other ways of defining ourselves...by
gender, religion, political party. But woven through all these is the sense of good
fortune of ...being Canadian (Minister of Supply and Services, 1991, p. 1).

Contemporary Interaroup Relations

Over the last thirty years the climate has moved from one of intolerance towards a
greater acceptance of a philosophy of cultural pluralism. However, the youth interviews in
this project, as well as numerous studies, indicate Canada is not free from intolerant and
hostile attitudes, especially toward those with visible minority origins. This final part of
the section briefly considers the situation of interethnic relations in Canada today.
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particularly in British Columbia, and the climate of intergroup relations in the Vancouver
schools which the youths attend.
It is not easy to gain a perspective on the climate of acceptance or discontent with
multiculturalism as a policy or of the social climate towards acceptance of the philosophy
of multiculturalism. There may well be a growing "anti-multicultural" group; however,
they may be a vocal minority rather than a significant proportion of the population.10
However, Fleras et al., also assert:

A backlash toward official multiculturalism is now gaining momentum in both the
public and political sphere, as the struggle intensifies over the legitimacy and limits
of diversity in Canada (1992, p. 122)

Reactions to the policy have been prominent enough that, during 1991, the
government invested in major studies to assess the public's feelings towards
multiculturalism and to adapt the rhetoric, policies and programs to the social climate. In
contrast to the last major surveys in the mid-sixties, interest has also been given to intergroups relations between various ethnic/cultural groups rather than just majority groups
versus minorities. In addition, more focus has been paid to what is expressed as ..."the
limits of tolerance" (Angus Reid, 1991).
Two major studies have been done by Angus Reid (1991) and by the Economic
Council of Canada (1991). The former study, a comprehensive quantitative survey, found
that, despite dissatisfaction with the activities of the government multicultural policy and
acknowledgment of lingering discrimination, over seventy percent of Canadians accept
cultural diversity as a positive aspect of Canadian society (Multiculturalism and
Citizenship 1991). However, the report also indicated sixty percent of the population
10. The growing support for the Reform Party, who wish to abolish the Department of Multiculturalism,
in the October, 1993 elections does support this position. A more pessimistic stance would assert that
reactions to multiculturalism are more serious and partially reflect left-over elements of "nativism"
wherein Anglo Canadians are still clinging to visions of a homogeneous white community and are feeling
threatened by the loss of their cultural hegemony.
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suggest that discrimination against non-whites is a problem in society (though also citing
that 46% of non-visible minorities felt they were discriminated by minorities-though it
was not clear what was understood or meant by this response) (Angus Reid poll, 1991).
With increases in immigration, the challenge of promoting positive ethnic/cultural
relations has gained more attention. The Economic Council of Canada's report New
Faces in the Crowd examined the "Economic and Social Impact of Immigration" (1991).
One part of the study analyzed various types of data-opinion surveys, racial incidents, job
discrimination, etc.-- to assess the present levels of tolerance and prejudice and to make
recommendations regarding immigration policy, multiculturalism and race relations. The
report summarized that:

The overall picture-leads us to be cautiously optimistic about the degrees of
tolerance of Canadians. It seems to be reasonably high, and it is rising...The only
really risky situation...are those where unemployment is high or where the increase
in the proportion of visible minority immigrants is unusually rapid (p. 31).
Despite the report's tone of optimism it does stress that present or planned
increased levels of immigration ..."are likely to lead to some increase in the number of
incidents of discrimination and ethnic conflict" The report recommends that "more action
to combat prejudice is needed" (p. 31).
Another recent poll stressed that "Canadians believe generosity towards minorities
is a special part of the Canadian character" (Angus Reid/Southam News Poll, February
1990). The same report, however, suggested Canadians see recent developments in race
relations (e.g., buttons being distributed in Alberta stressing immigrants are threatening
Canadian society) "as a sign of growing intolerance in this country." The survey also
stressed that fifty nine percent of Canadians felt that "minorities should change to be more
like Canadians."11
11. Given the quantitative nature of the study, and granted the complex affair of social integration, what
exactly was interpreted as meant by this statement and how much this is an example of growing
intolerance is not as easy to assess as interpretations of the polls express.
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Other findings suggested about twenty nine percent of British Columbians (slightly
lower in other provinces) thought that there should be fewer non-White immigrants
coming to Canada. An EIC Public Affairs poll (1991) alleges that fifty one percent of
British Columbians feel there are too many immigrants in general coming into the
province. A 1989 Gallup poll asserted that fifty eight percent of British Columbians (fifty
four percent for Canada as a whole) felt that there had been an increase in racial
intolerance over the last five years.
Studies have also more specifically dealt with manifestations of racial hostility. A
study conducted in 1981-83, Ethnic Conflict in Vancouver, which focused on the South
Asian community, states that "at the very least, there is a continuous level of violence
against South Asians of relatively substantial dimensions" (BC Civil Liberties association,
1985).12
Revisiting Porter's Vertical Mosaic (1965), more recent sociological studies have
indicated that most groups have experienced some upward mobility. However,
researchers caution that these attainments may be gained through increased acculturation
of groups and hesitate to apply these generalizations to certain "visible minorities" (Bolaria
& Li, 1985).i3
Even after certain institutional discriminatory and racist practices are dismantled,
minorities still face other types of disadvantages. The term "cultural capital" has been
used to refer to the elements of a culture such as its values, norms, ideologies and
assumptions (e.g.. Lynch, 1989). Those groups whose cultural capital varies from the
dominant society can be at a greater disadvantage in competing for social, educational and
economic opportunities. Even after official sanctioning of a philosophy of cultural

12. In the mid to late seventies there was an increase in immigration from South Asia, particularly from
the Punjab. There was also a rising amount of outward hostility and discrimination.
13. Does this mean that upward mobility requires assimilation and just the practice of a symbolic
ethnicity? See next section for further discussion.
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pluralism, a hegemonic control may remain by dominant groups (i.e., English or French)
who dominate the distribution of resources and opportunities as well as conferring, or
withholding, status to particular types of knowledge (Lynch, 1989, p. 5-12).
Employment equity and various other types of legislation are being introduced in
order to break this circle of hegemony. Yet, though these policies further the cause of
equity, individuals' prejudicial attitudes may still effect the implementation of policies and
the everyday inter-group social relations.
Despite a major reorientation of perspectives towards cultural diversity since the
earlier part of the century and the gains of multiculturalism, the nation still seems plagued
by subtle and not so subtle forms of prejudice and discrimination.14 Such inter-racial
attitudes are broiling in the homes of the school students of Vancouver and will have an
impact on the youths. Schools, as microcosms of society, can be expected to reflect the
inter-group tensions manifest in the society as a whole.

"Race'VInteraroup Relations In Vancouver Schools
They do not spit in your face, but there is racism (Vietnamese facilitator).
A growing awareness of tensions between different cultural/ethnic groups in the
late seventies stimulated Vancouver to follow other school boards across the country and
develop a "Race Relations Policy" and accompanying broad implementing guidelines.
Race Relations policies in school boards like Vancouver and Toronto deal with concerns

14. A recent major survey on attitudes towards multiculturalism and ethnic/cultural relations (Angus
Reid, 1991), atypically included questions such as whether "non-whites in Canada tend to discriminate
against whites" (52% agreed) and whether "there is a tendency to discriminate against certain groups of
whites by the wider society" (54% agreed) However, unfortunately these quantative studies do not enable
exploration of the interpretations of the questions or what people meant by their response. I would
speculate that the type of discrimination considered was of a different nature to that implied by
discrimination to visible minorities. People could have been thinking about discrimination against women
for the latter question.
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of educational equity, the infiltration of a philosophy of cultural pluralism into the
curriculum, and the prevention of prejudice and discrimination.
Having a race relations policy seems to be an essential element for promoting
prejudice reduction in the schools. It was one of a number of recommendations to the
government in the document Equality Now (1984).
Such a policy serves various functions. However, fundamentally it legitimizes the
need to make a stand against prejudice and discriminatory behavior. Acknowledgment of
the policy by staff and students can thwart a complacency towards expressions of intergroup hostilities. Though it may by no means be sufficient to eradicate such expressions,
it appears, as is evident from the Vancouver School Board The Evaluation of the
Vancouver Race Relations Policy (1989) that it has managed to alleviate blatant
discriminatory behaviors and attitudes that are depicted in some schools in the United
States (as for instance evident in Gibson's California study, 1988). Undoubtedly, negative
sentiments emerge; yet it can be proposed that a race relations policy such as in the
Vancouver schools does attempt to communicate that these are unacceptable deviations
and need to be dealt with as such. Some evidence of the possibility and strengths of the
policy to communicate the need for positive race relations, and the unacceptability of
racism did seem apparent from my experience as the Vancouver Race Relations
Consultant (1990-91).
At the same time Race Relations policies are often broad and ideal statements;
moreover, clearly some schools are more vigilant in the fight against racism than others.
Guidance on how to implement the policy seems to be an evolving task that can be
impeded by lack of vision of what exactly the policy is trying to achieve, coupled with
contending ideologies regarding this sensitive topic.
The search for solutions is complicated by different perspectives regarding the
nature and goals of multiculturalism and ambivalence around what are realistic
expectations and possibilities for school intercultural interactions and social integration.
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The unfortunate side of this important stance against intergroup hostility and prejudice is
the sensitivity to an atmosphere of "policing" for politically correct responses. This factor
may, to some extent, restrict critical questioning and the expressions of honest feelings
which are necessary processes for dialogue and a reconciliation of positions.
In 1989, a comprehensive evaluation of the Vancouver School Board's Race
Relations Policy was undertaken by a team of scholars using quantitative and qualitative
methodologies. Covering over one hundred and twenty schools, conclusions were varied
both affirming some positive impact of the policy as well as suggesting that "racial
problems" still exist and greater efforts must be exerted to determine such problems. As
can be expected, there were vast differences in the data collected between areas of the city
and between various schools (some schools were eighty percent non-Anglo).
A few observations from the report provide a certain perspective on the climate of
the schools which the youths from this project attended. In terms of the quantitative data,
on a scale of one—ten, eighty-five percent of administrators rated the school "race
relations" climate at six or seven (p. 152). Students, (in both elementary and secondary
schools) who were asked ,"To what extent does your school encourage you to respect
racial/ethnic differences?," most frequently gave the response "most of the time" (This was
also the case in schools that were majority "visible" minority) (p. 153).
Staff interviewed generally reported that they did not feel that racial tensions were
significant in the schools (p. 159). From personal experience as the Race Relations
Consultant, I would propose that the staffs responses varied from school to school, with
some English as a Second Language teachers (who generally have greater awareness and
sensitivity to the needs of New Canadians) expressing more concern.^ The study also
reported "a very strong boundary between home and school" (p. 159).
15. The researchers take a fairly critical tone suggesting in many cases that the majority of teachers take
an assimilationist perspective and compare the teachers to the minority that espouse a multiculturalist
approach.
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Common problematic attitudes from staff and students in the schools were
reported to be fears that the influx of Asians threatens their present and future security
through "competition for jobs, academic marks or real estate ...university places" (p. 163).
Some schools also talked about the "Native problem" (p. 161). The most serious activities
reported were "the fact that racial/ethnic youth gangs are a constant problem in and
around the schools" (p. 165).
Other concerns at the secondary school level included the separation between ESL
and the "mainstreamed" students-the former being more isolated than the latter and more
prone to feel discriminated against. The ESL students felt that their classrooms and
lockers were segregated and that this inhibited integration with other students. In addition
it is stated: "In secondary schools the ESL students stick together for protection and
social security while mainstream students seem to be unaware of their presence" (p. 111).
The discussions with the youths in this project concerning intergroup relations will
give examples of these kinds of problems related to ESL, as well as contributing their
experiences of remaining expressions of hostility and discrimination in the schools and
society.

Perspectives Regarding Understanding Interaroup Relations

The phenomena of prejudice, discrimination and racism have been explored in a
variety of disciplines. Though it is out of the reach of this paper to present a
comprehensive survey or critique of these explorations, nonetheless, a brief consideration
of theoretical perspectives on this theme will be given before examining the youths'
impressions of intergroup relations.
Intergroup relations laden with prejudice and racial discrimination are complex
social phenomena which can not be reduced to any single causal factor. The role of
historical circumstances, political and economic factors, socio-psychological phenomena
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and dynamics of cross-cultural communications all contribute to trying to understand this
fundamental social problem.
Race relations, inter-group relations, intercultural understanding, prejudice
reduction, and anti-racism are all terms dealing with the interaction and potential conflict
between different cultural/ethnic groups-though with different emphases. Various
disciplines have been involved in both apprehending the nature of intergroup relations and
conflict and looking at approaches to reduce friction and discrimination.
In the tradition of post-modem discourses, the complexity of racism as a
phenomenon, and its relationship to other variables, such as class and gender, are
becoming increasingly recognized. As Rattansi asserts:

I would argue that racialized and ethnic discourses and encounters have a tendency
to be contradictory and ambivalent in character. These internal complexities are
contextually produced and differentially deployed in particular situations and
institutional locations. Racialized and ethnic discourses and encounters are
inevitably suffused with elements of sexual and class differences and therefore
fractured and criss-crossed around a number of axes and identities (1992, p. 37).

Exploring Racism and Discrimination. Various disciplines have been
instrumental in examining this field. In the fifties, following the horrific prejudice that
resulted in the Holocaust, social psychologists became particularly active. In those post¬
war years psychologists such as Adorno et al. (1950) and Allport (1958) started to study
the complex phenomena of prejudice and worked through the desegregation period in the
United States. This early work included studies of the relationship between personality
types and its correlation with prejudice (i.e., the "Authoritarian Personality" type, Adorno
et al., 1950) and social learning theory, which examined the effects of child rearing, and in
some instances cultural factors upon prejudice acquisition. As Lynch points out, this work
gave way to a greater recognition of how individuals are influenced by group membership,
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and to a greater sensitivity to the impact of structural features of the society and to
questions of racial dominance (Lynch, 1987, p. 33).
Within this psychological tradition, more recent work has appeared from social
psychologists interested in how misunderstandings and conflicts arise out of different
cultural assumptions and behaviors (e.g., Boucher 1982; Landis & Brislin, 1983).
Researchers from the communication field have also incorporated psychological and
anthropological perspectives to examine and analyze intercultural communication. These
researchers may embody anthropological and psychological concepts such as
"stereotypes," "ethnocentricity" and "ethnic identity," recognizing that individual
communicators’ experiential background will affect the inter-ethnic communication event
The focus of this group has been upon the communication process itself ..."that is, the
process of contact and interaction between individuals of differing ethnicity through
sending, receiving, and interpreting verbal and nonverbal messages" (Yun Kim, 1986, p.

12).
From the perspective of social scientists with a political economy and a neoMarxist background, prejudice and racism are fundamentally seen as a result of socio¬
political and historical forces integrally linked to the structurally and culturally pluralistic
capitalist society and forces of nationalism.16 Ideologies and practices of prejudice and
discrimination, and the perpetuation of the dominance of majority groups over minority
groups, are attributed to competition for scarce resources, the system's needs for cheap
labor, maximization of profits and protection of interests. As Bolaria and Li suggest,
..."the oppression of these racial groups is by no means an historical accident, but is rooted
in the social and economic development of Canadian Society" (1985, p. 9).
From this "conflict" position, these theorists critique approaches that focus upon
disharmony developing from intergroup dynamics and cross-cultural communication
16. The concept of structural pluralism concerns the relationship between variables such as socio¬
economic status and class with life chances and economic opportunities; whereas cultural pluralism
concerns factors such as race, ethnicity, language, etc.

211

conflicts as blaming the victim strategies and as denying the social context and very real
phenomena of racial oppression. They suggest these approaches fail to identify that "racial
domination is rooted in the economic and non-economic benefits it provides for the
dominant group" (Boleria & Li, 1985, p. 9).
Allport, although from a psychology background and despite the fact some of his
claims have been questioned later, in his classic study The Nature of Prejudice (1958)
does astutely identify the interrelationship of historical, social, political and psychological
forces. Allport's summary of the different theoretical lenses applied to understanding
prejudice assist in discerning varied perspectives. The terms of each lens suggests the
different emphases: the historical, socio-cultural and the situational approach stress the
historical and contemporary social dynamics of group experience at the societal macro
level. The psycho dynamic approach focuses upon the relationship between prejudice and
personality characteristics and conditions (i.e., psychological frustrations), or the
intergroup dynamics operating in the interactional process between a minority and
majority group, or just between individuals of disparate cultures (1958, p. 202-212).
Despite the fact that Allport's study is dated, the phenomenological position which
he accentuates—that a person's behavior is a consequence of his perception of the situation
confronting him-is a useful starting point for examining intergroup relations whilst
keeping in mind the larger socio/political and historical picture. Such an outlook assumes
that a person responds to another according to his/her hypotheses and perceptions of the
other-which in turn are influenced by socio-cultural, historical and psychological forces.
Thus the phenomenological perspective will embrace reasoning from the various different
theoretical approaches. As Allport states:

The phenomenal level, as we have said, is the immediate level of causation but it is
well to combine this approach with others. If we do not do so we are likely to lose
sight of the equally important determinants that are to be found in the underlying
dynamics of personality as well as in the situational, cultural and historical contexts
of life (1958, p. 211).
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In a recent study on prejudice in the schools, Lynch also embraces a dynamic
approach and suggests that this complex topic must be analyzed by the interactive
explanations of four major forces: personality, social structure, culture and environment
(1987, p. xiii). In his survey of work on prejudice acquisition, he identifies several trends.
An exposure to the vast literature in the area lends supports to his observation that
theorists have a tendency to be "single minded" and thus disregard alternate important
factors. In defense of their own positions, scholars have a tendency to dogmatically refute
others and thus fall into the trap of being too constricted in their focus. Neo-Marxist
perspectives that do bring to awareness the fundamental importance of structural features
of society, can tend to too narrowly focus upon the issue of color and social and economic
structures dismissing other factors (e.g., Henry and Tator, 1985; Boleria & Li, 1985).
For instance, Henry and Tator seem to reject any explanations that intergroup
hostilities may be related to cultural conflict brought about due to the interaction of
dominant culture members with immigrants who bring different values and behaviors;
moreover, they reject the possibility that multicultural education can help address
prejudice. These observations are suggested as two of a number of myths about racism
( 1985, p. 328-329). As Lynch points out, if they are dogmatic socio-political approaches,
they can neglect current findings from research on prejudice. Moreover, the anti-racist
methodologies that have arisen from this approach tend to be overly ..."political,
confrontational, accusatory, and guilt inducing" (Lynch, 1987, p. x).17
On the other hand, more psycho dynamic approaches to understanding and
decreasing prejudice and discrimination that may focus upon the psychological states of
the individuals interacting can, as the neo-Marxists have suggested, fail to take into

17. In terms of educational results, such approaches may arouse defensiveness on the part of teachers, as
well calling for broad upheavals in the social political structure which are beyond the scope of the schoolsexcept in terms of their ability to focus upon long term cognitive and affective development towards a
greater critical awareness and social responsibility (Lynch, 1987, p. x).
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account the very real structural features that may have developed and which nourish
systemic and institutional discrimination and breed prejudice (Lynch, 1987, p. 35-36).
Although focusing upon the situational communication process, some approaches
in the field of inter-ethnic communication do appropriately identify the complementary
role of sociological knowledge and the necessity of multi-disciplinary level analysis and the
importance of the macro-level context in inter-ethnic relations. For instance, Yun Kim
(1986) acknowledges that the situation of structural inequality between different ethnic
groups can systematically influence the interaction and inter-ethnic behaviors between
groups (p. 13).
Lynch concludes a discussion on understanding prejudice and prejudice reduction
by accentuating the importance of a dynamic approach:

...a more comprehensive and dynamic theory of prejudice acquisition not only
needs to comprehend the early work on personality and child rearing practices, but
also the social, cultural and environmental dimensions...prejudice reduction
strategies...must consider the school as an interrelated social system, thus
necessitating holistic and comprehensive attention: both macro and micro
approaches (Lynch, 1987, p. 39)
Moreover, one may agree with Lynch as he asserts "there are few certainties in the
field, except that unless the school educates to counter prejudice and discrimination, it is
inevitably reinforcing these attitudes and behaviors" (Lynch, 1987, p. 40). Thus, despite
the relationship of prejudice and discrimination to structural features of the society,
educational institutes must also be a part of the solutions.
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Youths' Perspectives: No Fair Ride-Experiences and Perceptions of
Interaroup Relations and Racism

Doesn't everybody have a racist experience? If for instance we speak Chinese on
the bus, or even at school other people will stare at us as if we shouldn't be doing
it—that's racist" (Chinese girl).
Sometimes you will be riding a bus and people will say to you why are you
speaking Spanish, you should be speaking English. If you are here in Canada, why
don't you speak English. You're here in Canada why don't you be quiet
(Salvadorean boy).
I was at the bus stop and there was this White lady and a man. They were quite old
and they started talking referring to us and they said "Chinese people and East
Indians" are always stealing our jobs; and I felt really sorry for them like if you
have a problem with us, it is your problem not ours. I felt like saying something
but I did not (South Asian girl).
One day I was on the bus and there was a White couple sitting in front of
Vietnamese people. They said that Vietnamese were lazy. They also said how
come there are so many immigrants that come here and take our jobs. They did
not realize that I understood them as they badmouthed us (Vietnamese boy).
The socio-historical and contemporary situation of a particular ethnic/cultural
group in a specific region is influenced by the dominant society's receptivity towards them.
In addition, the development of stereotypes, contemporary inter-group dynamics and
sources of discrimination arise from the dominant society's perceptions and attitudes
towards the group. For instance, although in the seventies and eighties discrimination
against Chinese-Canadians had declined, with the present influx of investment class
Chinese from Hong Kong, dominant group Canadians are feeling threatened and the
Chinese are beginning to feel targeted again (see appendix A).
In the previous chapters we have discussed how the youths feel they want to
accommodate Canadian culture as well as illustrated the new immigrants' unquestionable
adherence to aspects of their culture and cultural identity. We have seen how the youths
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resist assimilation while at the same time they contest a rigid cultural maintenance. In the
following section we explore how the youths experience intergroup relations and in some
instances identify how these experiences make an impact upon the students' attitudes
towards integration.
Racism and discrimination were topics that did not need to be raised by the
facilitators but were freely and passionately brought up by each group of youths.
Discussions around adaptation or multiculturalism-or a video they watched on
experiences of immigrants in Canada-ignited the issue of racism and stereotyping, and a
hearty discussion ensued.

Common Themes

Students in all the groups were up front and not hesitant in admitting that they felt
racism existed and that they experienced it in terms of overt hostility, exclusion or
discriminatory behaviors. Youth members from all ethnic/cultural groups volunteered
narratives of what they perceived were racist experiences. Expressions of hostility toward
them when they used their language were brought up by all the groups. In their
discussions they expressed their attitudes and responses to racism, and in some cases their
understanding of perspectives on its roots and causes. Some individuals in the groups
illustrated an openness and willingness to explore their own prejudices and shared their
attitudes towards, and experiences with, not only Euro-Canadians but other minority
groups. For a number of the groups experiences of cultural diversity and the ideology of
multiculturalism was novel for them. Their adjustment and feelings towards the Canadian
multicultural situation were also explored.
In general, the youths seemed to be reflective about their own observations and a
few youths in all of the groups warned of generalizations and pointed out that there were
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’’racist and not racist” people. As well as focusing upon racial conflict, the discussions
centered upon those with whom the youths tended to socialize and the issue of friendship
choices and experiences.

Issues Discussed. The conversations focused upon the following themes:
i)

Experiences, attitudes and perceptions of discrimination. Attitudes and
responses towards coping with discrimination (i.e., empowered to fight it or
resigned to it);

ii) Confronting their own prejudices;
iii) Attitudes toward friendships across cultures and general perspectives about
multiculturalism.

Chinese Group

In the other groups, a discussion of adaptation and acculturation preceded
conversations about racism. Since the Chinese students tended to be a little reticent at the
beginning of the meetings, the sessions began with a video. The video included
immigrants sharing their own experiences and covered various areas including: cultural
adaptation, multiculturalism, and racism. It was the issue of discrimination and
stereotyping that caught these youths' attention the most and thus became the topic of the
first meeting with the youths sharing their experiences of discrimination.
The conversations about discrimination and stereotyping carried over to the
second week. At this meeting the youths were open in expressing that they came from a
society that was more homogeneous, and the conversation led into a quite extensive
examination of their own tendency to stereotype. Later during the discussions on
multiculturalism, the youths explored and expressed their ideas about the benefits of
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cultural pluralism and/or their apprehensions about it. On other occasions, the youths
explored the area of intercultural friendships and marriage.

Experiences. Attitudes, and Perceptions of Discrimination. The youths felt
they did experience discrimination in the public arena as well as by some staff and students
at school. Early on they had a type of nonchalant attitude towards racism, emphasizing
that it was a common and inevitable occurrence; it was something they just have to get
used to. Later, their comments made it quite clear that they did care about racism and
that they felt both frustrated and hurt.
The youths picked up on the comments about stereotyping in the video and started
to express their own feelings and experiences of discrimination. The facilitator asked the
youths directly if they had any racist experiences. The youths adamantly expressed that
they experienced discriminatory acts which ranged from hostile glares to outright name
calling and that they felt excluded and sensitive to possible institutional discrimination and
teacher hostility. The following are a few examples of the students' attitudes and
experiences.

Doesn't everybody have a racist experience? For instance when we speak Chinese
on the bus, or even at school, other people will stare at us as if we shouldn't be
doing it—that's racist (Chinese boy).
If you call at someone in Chinese, English people will look at you (Chinese Boy).
People do suffer from racism. For instance I know an older Chinese lady whose
neighbors are English. One day, she watered their garden by accident and the
neighbor screamed at her. This older friend of mine does not speak English so she
did not understand. But I knew she was insulting her as a Chinese person (Chinese
girl).
Another girl gave the example that someone had said to her, "Ugly Chinese, go
back to Hong Kong." A boy brought up racism at school and suggested that in ESL
classes the teachers do discriminate against us and that they shouldn't if they choose to
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teach ESL (i.e., they know students have different backgrounds)." A girl stated with nods
of agreement from peers that: "Teachers hate Chinese students."
It became evident that these youths were sensitive to the fact that discrimination
may be an ever present threat that could emerge in various situations. They perceived that
it was not only overt, but subtle as well. For instance, some students felt that the
perceptions and stereotypes teachers had of them influenced the way they were evaluated
and moved through the school system.

Teachers are really racist against us when doing the grading. Or, even if a student
gets a good grade they may be kept down while other students get put up (Chinese
girl).
They won't overtly discriminate, but they do it by favoring other cultures (Chinese
boy).

Another girl suggested that teachers were more discriminatory to them than to
non-immigrant Chinese. Others nodded in agreement

In regular classes, Canadian-Chinese and Hong Kong Chinese are treated
differently. The Canadian-Chinese are treated better (Chinese girl).

It is interesting to note that during the conversations on racism and discrimination
a lot of negative comments arose regarding teachers and their attitudes toward the
Chinese. In later conversations, however, students stressed the more caring and trusting
attitude of teachers in Canada compared to in Hong Kong. This highlights how the
context of the conversation influences what gets said. When the focus is upon racism, that
is emphasized; when the focus is upon the positive aspects of relationships that is what is
stressed. The youths also talked about discrimination among their peers at school.

Some Caucasians are really mean, because if you sit next to them in class; they
may even pick on you, insult you, scream at you (Chinese girl).
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At times students began to discuss how to handle a racist incident

If someone screams at you, even if you understand, you pretend you don't and you
just walk away and then they'll stop and maybe you will frustrate them (Chinese
girl).
An incident happened when my friend and I were sitting on a bus, and us Chinese
girls were talking. We looked around and there were some Caucasian girls staring
at us, so we just stared back and talked even louder (Chinese girl).
If you do that they will hate Chinese even more, you are just aggravating the
situation (Chinese girl).
But even if you can speak English, if you speak English to a Chinese person, they
will feel like you are trying to show off that you can speak perfect English
(Chinese boy).

Although the youths underplayed the view that racism affects them, saying things
such as "it's just the way things are" (Chinese boy); by their other responses, it did appear
that they cared. The facilitator pointed out to the youth that their responses such as
staring back showed that they were affected by racism. A number of students nodded in
agreement

Confronting Their Own Prejudices. In the second week an icebreaker further
brought up the topic of racism and stereotyping. This meeting fell into discussions about
the Chinese youths' perceptions of different ethnic groups. As one youth made a comment
about a group, the others followed with their own perspectives such that each
ethnic/cultural group got talked about separately. Generally the youths expressed mixed
feelings about all of the groups and were not reluctant to express their negative as well as
positive feelings.
The topic started off with comments about the negative stereotypes and attitudes
toward Native People.
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If you see one walking along the street, you might cross the road and walk on the
other side (Chinese boy).
Why might this be the reaction (Chinese facilitator)
Because they hang out on the street and drink. They are considered lazy (Chinese
girl).
The youths identified anecdotal experiences that seemed to have provoked
stereotypes.

There are Native people in my school. I remember one time I was by my locker
and a Native Indian hit another girl. After that I started to think Native people
were mean and I stayed away from them and I felt that they were violent (Chinese
girl).
I remember a time when a bunch of us Chinese friends were talking Chinese, a
Native girl was staring at us a lot This Native girl opened and slammed her
locker, and I slammed it back and said, "Do you want a fight?." The Native girl
did nothing (Chinese girl).
I don't see much of them except for in Chinatown where they drink or beg. My
ideas about them are negative (Chinese boy).
A few youths offered contrary opinions based on their experiences expressing:

"I don't think they are really mean, there is one that sits in front of me and is really
nice (Chinese boy).
The ones I know I think are nice (Chinese boy).
The youths, when left alone, continued to express stereotypes, for the most part
not questioning the sources that gave them their opinions or the problems with
generalizing. There was a strong temptation at this time to prevent the youths from
expressing these stereotypes and from essentializing about groups and to address the issue
of where they got their ideas, and how unjust and harmful stereotyping could be.
However, together with the facilitator it was decided to let the youths freely
express themselves at first Later we would lead into a discussion about others
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stereotypes of Chinese, and from this vantage point think about the whole issue of how
they stereotype others.
There were both negative and positive stereotypes about the South Asians. A few
youths mentioned that they thought ...’’the majority of them are really hard working”
(Chinese girl). Then a Chinese derogatory term for East Indians was mentioned that they
all knew and a few negative comments arose, such as:

I do not like them, the way they dress is really ugly. Sometimes they do not smell
good (Chinese girl).

One boy always had something positive to say about each group. With the South
Asians he suggested

What I accept most is their culture, I like their culture.

Generally, the youths seemed to feel some sense of affinity with the Vietnamese
immigrants. One youth stated that he had lots of Vietnamese friends.

They are really friendly. We help each other and if we are in a fight, we will help
each other out (Chinese boy).

The fact that a number of those they talked about as Vietnamese were
Vietnamese-Chinese with whom they shared a language seemed to help the relationship.
Although sensitive to what they perceived were ''problems” the Vietnamese youths had,
they did not generally seem to hold negative stereotypes.

The Vietnamese can easily go astray. I had a friend that started to hang out with a
bad crowd (Chinese boy).
The youths, especially the girls, were not so generous to the Latin American group
which they called the "Spanish Kids." In this discussion, issues of cultural difference or

222

cultural incompatibility arose. The youths illustrated how prejudices and stereotypes
arose, at least partially, due to perceptions and judgments concerning the others' cultural
behaviors. Cultural behaviors are sometimes gender specific. Therefore impressions of
females versus males may differ. It became apparent with the Chinese youths that
generally when the boys thought of their impressions of a group-for instance the Latin
Americans-they thought about the boys. Similarly, the girls thought about the girls.
The Chinese girls complained about the Latin American girls as being too
flamboyant, with comments such as: "I think they are show offs, they are always showing
off' (Chinese girl). Another girl said that she did not like them, "They are not really
good" as others nodded in agreement.
Perhaps part of their negative feelings arose from their feelings of the Latin
American girls' hostility towards them.

We don't really care if they speak Spanish, but if we speak Chinese they just stare
at us (Chinese girl).

The boys generally pointed to positive experiences with the Latin Americans with
comments such as: "I think they are okay," "They learn English really fast." A couple of
the boys were not so positive suggesting "They are basically smart but some act dumb";
"They always make trouble."
When the facilitator pointed out that the girls were talking about the girls and the
boys about the boys, the Chinese girls began thinking about the Latin American boys.
They described them as "more helpful," "better than the girls," "gentlemanly and
courteous" (Chinese girls). They all agreed that they would go to the boys instead of the
girls for help.
The different reactions to each gender highlights the role of perceptions of
behavior. For instance, in this example of preferring the boys over the girls, it is clear that
the preferred group (Latin American boys) are of the same race, skin color, appearance as
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the less preferred group (Latin American girls). However, there is the perception that the
boys' behavior is more "appropriate" according to the Chinese youths ideas of
"appropriateness." These particular Chinese students may be less accepting of the cultural
characteristics of Latin American females or see their behavior as more incompatible with
their ideas of "correct" behavior for adolescent girls than that of Latin American boys for
correct male behavior.
It is interesting to note that the only comments about the way a group looks are
directed toward those of African descent whom they called "Blacks." The youths seemed
to comment upon their appearance with comments such as "they seem to have very White
teeth, they are very tall;" "very athletic."
The students suggested that the schools have very few "Blacks" and it appeared
when thinking about this group, they thought of those in other areas, not just Vancouver.
One girl said she felt sorry for them in South Africa and "that they suffer a lot and it is
really unfair." Another girl expressed she felt sorry for them because of the problem of
discrimination.18
There seemed to be a pattern in the way the youths thought about different groups:
"nice or not nice," "smart or not smart" They appeared to use anecdotal experiences to
develop a picture of the particular group that was being spoken about.
For instance, one girl, talking about the "Blacks," suggested "they are really nice.
A black student came to camp and she was very nice." One boy said that "I knew one and
he was smart. Another girl said "The mixed ones are usually smarter". Other stereotypes
were voiced such as "Sometimes they always make trouble" and "Many have endless
energy."
After a brief discussion about how others saw Chinese students (which was
discussed earlier in the section on ethnic identity), the facilitator got the youths to think

18. This meeting was shortly after the Rodney King affair in the United States that led to the Los Angeles
Riots in 1991, and they talked about the event.
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about the whole idea of where stereotypes originate. She asked them how, if they do not
know much about the culture, they got their information. They generally agreed with the
response of one girl who suggested:

Books, movies, TV. friends--you do not usually think too much about it You
also have your experiences (Chinese girl).

The conversation continued with a discussion on stereotyping in which the
facilitator got the youths to identify problems with essentializing and generalizing about a
particular group. The youths recognized that they do not like to be stereotyped and that it
is hard to generalize about Chinese people.
Although the youths did display a tendency to form stereotypes of others, even
during the conversations about different groups, there was usually at least one youth who
often counteracted this tendency by saying things such as, "You cannot judge them as
good or bad they are all different" (Chinese boy). At the end of this session, the facilitator
helped to give the youths a broader perspective and to get them to think about the
diversity within each group.

Attitudes Toward Friendships across Cultures and General Perspectives
about Multiculturalism. The conversations about racism also touched upon
relationships with non-immigrant Chinese-Canadians and moved into a more general
discussion about which groups they felt comfortable with and from which groups they had
friends. This topic was also introduced in the section on ethnic identity when the
facilitator asked them with whom they identified and interacted. When the topic of
intergroup relations arose, the facilitator straight-forwardly asked the youths why they did
not mix with the other groups, such as non-immigrant Chinese and other non-Chinese
students.

225

A couple of the youths said they would like to have other Canadian-Chinese
friends, whilst other reiterated the tensions with the non-immigrant group Chinese.

The problem is with the Canadian-Chinese, it seems that they are jealous, that their
Chinese is not good. Us Chinese become bilingual, and this is good for jobs today.
Or at school they feel Hong Kong students study hard and do really well and that
makes them jealous. It is more the Chinese-Canadians competing with us that us
competing with them (Chinese girl).
Also people feel that Hong Kong people are very materialistic and they don’t want
to mix with us (Chinese girl).

There were some open but also several apprehensive attitudes about mixing with
non-Chinese. As was mentioned in the earlier section, some of the youths brought up
fundamental aspects, such as feelings of difference due to lack of common interests,
backgrounds and sentiments, that appeared to inhibit social interaction between different
groups . The following comments convey some perspectives on this topic.

We cannot be very good friends, because we are really different, our cultures and
our personalities (Chinese girl).
We try to talk to them, but our personalities are different. Our feelings when we
are with them are different, we don't feel so comfortable (Chinese girl).
There is a lot of differences in cultures. You have your own culture others do not
know about (Chinese girl).
We are very different If they tell me about their cultural things I don't understand
it. If I talk about my cultural things, they do not understand (Chinese girl).

Another boy said that he would like to be friends with other cultures but not
"English Canadians." Youth showed various attitudes toward their experience of
integrating into a more multicultural setting than they were used to at home. Some
showed a resistance and reluctance whilst others were indifferent or resigned to accept
their new situation.
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In our culture, it seemed to be okay to prefer your own kind. If we saw someone
of a different race on the other pavement, we may cross the road to avoid them
(Chinese boy).
Well, since you are coming to a new society you have to accept it and get along
with it But it does not have to be that different for us all of the time. Here you
can be with Chinese people, you can do the same kinds of things at home. You
can have your own Chinese community here (Chinese girl)
We are all Chinese and we can mix with Chinese. In Hong Kong we do not have
to accept other cultures. In Hong Kong I do not have to do that, I can be who I
am, be Chinese without having to accept other people. I am used to
multiculturalism, but I do not like it (Chinese girl).
In Hong Kong, if you see an East Indian, we will walk on the other side of the
road, or walk away because we do not like East Indians. Here in Canada, we have
to get used to them. We know we are not supposed to feel this way. We have to
get used to them. We always see people from other cultures so it is easier to get
used to them (Chinese girl).

A couple of youths identified positive aspects of a culturally diverse school and
community:

I feel 50/50 (referring to multiculturalism). The good thing about it is you can
learn about other cultures. You get the chance to learn about other cultures and to
accept them. Before in Hong Kong, we did not have the chance to get to know
them. But on the other hand when we are still ESL because we can't
communicate, we can not really communicate well with others (Chinese girl)

Towards the end of the conversation the youths and the Chinese facilitator entered
into a dialogue about the advantages and disadvantages of cross-cultural interaction. The
facilitator acted as an advocate for multiculturalism. The following gives the gist of the
discourse.

You should think about this opportunity as a cultural exchange (Facilitator).
But we are different. If you go out you have to eat Chinese, and the Spanish have
to eat Spanish food (Chinese girl).
Why can't you try each other's food (Facilitator)?
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I'm very picky, I need to eat Chinese food (Chinese girl).
How do you know if you haven't tried to eat something else (Facilitator)?
In the school cafeteria, everyone is separate, everyone sits in their own cultural
group. Even in the school, we are all separate, the Chinese together and the
Spanish together (Chinese girl).
It's hard to communicate with others, because you really like to talk about say a
Chinese movie star, but you don't with people from other cultures because they
won't understand what you are talking about (Chinese girl).
Well, you can talk about something else. You need to find what interests you have
in common-how are you going to find out if you don’t try? You can share things
and exchange information and then the other will know about it (Facilitator).
Some students have shared with teachers about say Chinese movie stars, and now
they know about it and they can talk about it (Chinese boy).

The facilitator took the conversation one step further:

In five years time will it be easier to make friends with other ethnic groups?

Most of the girls and the one boy said "Yes." Some still stressed that relationships
may still not be strong.

Maybe someday, but perhaps just regular friends. Not good friends because my
Chinese influence is so strong it will be hard for me unless I moved to a city where
there are all Caucasians and I would be forced to. Even if my English is really
good, in my heart I would still rather have Chinese friends (Chinese girl).
I would be friends, but we would never be best friends (Chinese girl).
The one boy from Macaw who was consistently expressing an open-minded
attitude disputed the girls’ perspectives expressing:

You can be friends with other cultures, I have friends from many cultures. One of
my best friends is Spanish.
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It was also clear that the experiences and perceptions of exclusion from other
groups also seemed to inhibit a tendency to integrate with peers of different backgrounds.

But if you go to talk to Caucasians they don't want to talk to you (Chinese girl)
Or you have to wait for opportunities for them to talk to you (Chinese girl)

As this meeting drew to a close, the facilitator attempted to leave on a positive and
perhaps instructional note. Building upon the sentiments of the boy from Macaw she
emphasized:

We have different personalities but we still manage to get along. The point is
whether you are willing to accept the differences.

The discussions identified how immigrant Chinese experienced discrimination and
feelings of exclusion. The feelings of exclusion and hostility that made youths feel safer
with other immigrant Chinese, as well as the sense of shared identity and culture,
encouraged youth to stay within their own groups. The conversations also identified that
coming from a more homogeneous society there was a lack of exposure to, and familiarity
with, a culturally diverse environment that tried to support a multicultural ideology.

Vietnamese Qrpgp

Experiences. Attitudes and Perceptions of Discrimination.19 The facilitator
felt she wished to explain the idea of discrimination by using a familiar context-that of
North and South Vietnam. She used her own experiences and talked about a type of
discrimination within the Vietnamese community. She explained how the country is
divided into different regions and that each region has different customs. She also

19. Having less meeting time than the other groups the conversations about discrimination were less
detailed.
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explained how the Southern people may discriminate against the Northerners, and vice
versa, and how even people from different regions within these areas may have some
apprehensions towards those from other regions.
As Northerners living in the south, the facilitator expressed how her family had felt
some contempt directed towards them from the local people. She explained the
discrimination had been partially due to political differences, but had also been due to the
perceptions of different customs and cultures. The Southerners are considered more
informal and direct, she explained, thus the Northerners feel that the Southerners are rude
and the Southerners feel that the Northerners are "more on the surface," "very formal,"
and have a more "hierarchical culture."
One of the youths from the North started the conversations by giving her own
example of this type of discrimination.

I have experienced discrimination from my own people, Northern versus Southern.
In the Philippines camp there were more Southerners than Northerners. The
Southern people would not let us put our stuff in the house. They showed that
they were not happy by our presence. They made us stand outside in the cold and
not show us anything about where to be and what to do. Finally a lady who had
lived in the South but was from the North came to help us and showed us a place
to put our stuff. I was upset (Vietnamese girl).

The facilitator explained that there were mostly Southern Vietnamese youths in the
group. The facilitator reported that there did not appear to be discrimination between the
youth; they got along well and regional differences did not seem significant The
conversation did not focus upon regional discrimination. Rather, it continued to a
dialogue about the rejection these youth felt from older settled Vietnamese immigrants and
discrimination from dominant group Canadians. As was mentioned in the section on
ethnic identity, the Vietnamese felt concerned about the lack of receiving a positive
reception from the more established Vietnamese immigrants.
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The Vietnamese who have already integrated into the society they do not want to
make friends with me (Vietnamese girl).
Why do our own people discriminate against us (Vietnamese boy).
Because the Vietnamese who have been here a long time think their English is so
great that they look down at us new students and they do not feel good about
being Vietnamese (Vietnamese girl).
The earlier section on ethnic identity also discussed how lack of affirmation of their
culture from not having a strong ethnic community presence and from feelings of racism
from the dominant community may tend to make the youths feel a greater need for
acceptance in the dominant group and a desire to assimilate. One boy talked about this
racism and rejection as he explained an experience he had with a woman at his work place
in a community college kitchen.

I remember when a Canadian asked where I came from. She asked if I came from
Japan or Taiwan, and she made an unpleasant face when I said that I came from
Vietnam. She looked shocked and I felt annoyed and stared at her and she said, "I
heard you Vietnamese people are always stealing things." After that she asked,
"What will you do in the future?" I said, "I will be a policeman." And she said,
"Good! you can turn in all the Vietnamese people who steal" (Vietnamese boy).
When she was shocked that you were Vietnamese, how did you feel? (Vietnamese
facilitator).
I felt really upset and angry (Vietnamese boy).
Other students started to give examples of racism at school.

When I first came, I went to Toronto. During that time there was a Caucasian guy
that always called me in bad language. I did not understand what he was saying
until my girlfriend told me what he meant. When I finally understood what he said
I said " I dare you to say it again," and finally we got into a fight Everyday at
school this guy kept bad-mouthing Vietnamese people (Vietnamese boy).
I remember an experience in elementary school. Some guy fell on the floor he
tripped on someone by accident. That person swore at him and then I realized it
was a bad word the same word that other people had been bad-mouthing us about
before. These guys swear at us and pick on us all the time (Vietnamese boy).
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The youths also talked about discrimination they felt from school staff and how it
made them feel and react

There were some Vietnamese in an ESL class. There was a round table full of
Vietnamese and the teacher said, "You Vietnamese talk like little monkeys." One
boy felt really hurt and he said to her "you too." The teacher got offended said
something back and then he said something and the teacher got in a temper and
sent him to the principal. She told the principal that the student was saying bad
things and the student was transferred. The student told the principal the whole
thing but still he had to transfer and had to travel very far to school (Vietnamese
boy).
The youths began to get into a conversation about how they react when they are
discriminated against. The facilitator explained the gist of the conversation expressing that
the boys have a strong pride and if this is offended they are ready to fight back. As one
youth stated:

Vietnamese youths have a high pride-they don't care about their life, they fight for
pride (Vietnamese boy).
The youths stated that many of their problems that occurred at school-such as
with teachers or fighting with other youths-were due to racism.
The facilitator shared her own experiences. She stated that although people did
not overtly say anything to her when she went to regular class with "White people" their
attitudes and facial expressions conveyed a feeling of exclusion.
They said nothing but the way they looked at me and did not help me said a lot
(Vietnamese facilitator).
Friendships across Cultures and Attitudes to Multiculturalism. The

conversation turned to a discussion about having friendships across cultures and
multiculturalism. Although some of the youths had been in Canada a few years, they still
did not feel comfortable with their English language competence.
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I feel low self esteem because of the language barrier between me and other people
here. There is no communication between us. I feel it is the language barrier that
stops us communicating (Vietnamese boy).
The main problem is the language problem. I would like to talk to other
immigrants. But when we talk with another foreigner we both have accents so it is
very difficult to understand each other (Vietnamese boy).
A number of the youths said that they did know Canada was multicultural before
they came; however, they stated they did not realize that there were so many Chinese
people in Canada. Some of them confirmed what those Chinese participants had said who
stated that there were friendships between Chinese and Vietnamese youths.
Since I have been in Canada, I have learnt to mix with Chinese. I learned some
Chinese when I was in the camp in Hong Kong (Chinese girl).
The facilitator asked the youths if they found it strange to meet other groups with
different customs in Canada--for instance the Punjabis who wear turbans. It appeared that
the youths were accustomed to at least different tribal or regional groups in Vietnam.
In Vietnam we also have minority groups that wear their own costumes and don't
cut their hair (Vietnamese girl).
All the youths were in ESL; therefore, they said they mixed more with other
immigrants than with dominant group Canadians. They expressed there were Indonesian,
Russian, Chinese, Spanish, and South Asians in their class. They admitted that their
friends were mostly other Vietnamese.
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Latin American Group

Experiences. Attitudes and Percentinns of Discrimination With the Latin
American group racism was both discussed as a separate topic and emerged during the
discussions about social integration.
One of the facilitators asked the question, "Who understands what the word
'racism' means?" A few youths replied:

Racism is when you only love the people of your own country. I don't have any
racism. When you only love the people of your own country and you want people
to assimilate, that is racism (Salvadorean girl).
When a person doesn’t like your type of home. For me that is racism (Salvadorean
boy).
Racism is when, for example. Latinos don't like Chinese, or Chinese don't like
other people (Guatemalan girl).
What is happening now in Toronto with Black people, that is racism (Honduran
boy).
Another facilitator asked, "Who has felt racism, and in what situations, and how
does it feel?" A few youths expressed "it feels bad," then continued to give examples:
One time we went to Metro town, four of us together, the guards wanted us to
leave. The guards said that you cannot walk here, you cannot sit here. They
wanted to kick us out for not doing anything (Salvadorean boy).
The people think we come here to search around, to destroy everything. Some
Canadians think Latinos are drug addicts, and all that kind of stuff-- bad people,
they think we are all the same (Salvadorean boy).
The students felt they were made to feel self-conscious not only because of their
racial/ethnic background but because of a type of diminished social status and a type of
class discrimination.
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When people come here they are taken as less than they are-whereas in thencountry they are something else. Here we feel ashamed and embarrassed. We feel
conscious of being working class. In our country most people were working class,
or we may be shopkeepers; here our families may be cleaners or something and we
feel conscious of being working class (Salvadorean boy).
The youths focused upon discrimination they felt at school. They expressed
feelings of being teased and humiliated.

Other kids stare at us because we are different I especially felt this at the
beginning (Salvadorean girl, others agreed).
Lots of kids laugh at us, they especially laugh at our accents (Salvadorean girl).
As with a number of the groups the youths mentioned some hostility or lack of
friendliness from more established immigrants.
There is even discrimination amongst ourselves. I found that immigrants that have
been here for a while do not help the new ones (Salvadorean girl).
Although earlier when talking about schooling the youths had also mentioned the
positive support they received from teachers, during this conversation they focused upon
feelings of racism.
Teachers think that Latinos are less capable, they think they are lazy and less
capable. Some other students may think the same thing (Salvadorean boy).
It seems that some of the teachers respect us, some of the teachers hate us
(Chilean boy).
When they hand papers back, sometimes they just threw it on our desk. I said:
"Please don't treat us like this, in our country we are not used to being treated like
this (Honduran girl).
A number of students relayed how they thought that teachers think that the Latinos
are less bright and less hard working. The facilitator took this opportunity to ask the

youths if they had any ideas about solutions to the problems. Some of the youths did
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show strong motivation and a sense of empowerment that they wanted to do something
about this assault on their dignity. On some occasions they had already taken some action.

One of the teachers behaves badly in the classroom. I spoke to the principal and a
counselor, and I said to her: "You have shouted at me three times, and in my
country you don't do that, so do not do that to me anymore." She used to shout at
me and throw papers, now she does not shout at me and she behaves differently to
me (Honduran girl).
What I would do is like I did when I sat with my grade 7 teacher and I explained to
her we are not drug addicts and things and that kind of stuff (Guatemalan girl).
We need to talk to principals. This is what I did when I spoke with a principal and
superintendent and we discussed racism. (Salvadorean boy).

Confronting Their Own Prejudices. For the most part, as the following section
on intercultural friendships will show, the students were quite open and willing to mix with
youths from different backgrounds; though, feelings of discrimination towards others did
emerge. Terms such as "Chinos" and "Hindus" were heard as the youths whispered them
derrogatively among themselves. Some negative sentiments were shared aloud.

We don't like the sound of Chinese (Guatemalan girl, others nodded their heads in
agreement).
The youths also expressed their surprise at the number of people of Asian descent
As one boy stated:

We did not know before hand that there was such influence of Asian culture. We
did not realize there would be so many Orientals (Mexican boy).
"It bothers us when all the Chinese kids get together and speak Chinese. But
anyway, we can't even understand them when they speak English (Guatemalan
girl).
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But not all the youths showed this apprehension. One boy who was never afraid to
express his own independent thoughts asserted, "I like Chinese, I like all languages"
(Salvadorean). Whilst another boy suggested, "I prefer Chinese than English"
(Salvadorean).
One Salvadorean girl, who seemed not very sociable within the group, spoke up
and expressed the discrimination she felt within the group. This girl appeared to be from a
more rural area of Salvador than the others who were from smaller towns. She also had a
darker appearance as if she had a more indigenous background. She expressed her feeling
of alienation from the rest of the group.

For some reason I do not get along with Latinos. I have more friends who are
Chinese and Canadian. I like to have friends from these races. For some reason
Latinos do not talk to me very much. I do not know what they think of me.
Perhaps they do not like the way I dress because they stare at me. The Canadians
and Chinese do not have anything against me. I would talk more to the Latinos,
but I do not know what they have against me (Salvadorean girl).
The facilitator responded with a discussion of why some people feel excluded.

Attitudes Towards Friendships across Cultures and General Perspectives
about Multiculturalism. As with the other groups, having come from a culture that was
more homogenous the youths identified that arriving to school in Canada meant adapting
to multiculturalism.

We have to get to know new people. We have to get to know people from other
cultures (Salvadorean boy).
Even coming to the club we experience multiculturalism, because there are people
from different Latino cultures (Salvadorean girl).
The following is a discussion held with the boys group expressing an openness to
having friends from all backgrounds.
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We have friends from other races (Chilean boy).
We don't have any difficulties, we have friends from all races. We can love them,
we can appreciate them all. Our way of being is to appreciate all people. But the
White Canadians seem to have a different way of treating different races
(Salvadorean boy).
I have a Japanese friend with whom we can speak together in Spanish
(Salvadorean boy).

They also agreed that they would have intimate relationships across cultures.

I will have a girlfriend from any race. The only thing is how they feel about me.

A few agreed they do not have any preference for the background of the partner.
The girls also stressed they have friends from different backgrounds with whom they
interact in and out of school.

I have a friend from Iran. Her culture is very strict, but I try to respect it because
it is her culture (Salvadorean girl).

When asked if they had friends from different places such that they would go to
their houses, they all agreed they would visit the homes of friends from other cultures.
Some of them also suggested that their families' friends encouraged them to mix with
others.

My father likes me to have Canadian friends. He says why are you always with
Latinos, why are you not with Canadians so that you integrate into the society? I
think that is okay. But I am not going to give up my Latino friends just to have
Canadians. I will have friends I like from anywhere (Salvadorean girl).

Though the youths suggested they were happy to mix with all groups, some
students also explained that they got along better with other immigrants. They expressed
that they may have "White" Canadian friends; however, they expressed that rather than
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these friends being Anglo-Canadian they befriended other immigrants who shared the
experience of being an immigrant. As the following boys explain:

I have Polish students as friends-they are the same status as us (Salvadorean boy).
We have friends from all races: Chinese, Polish, Irish. We have good friends who
are Polish, Russian, Chinese. We feel closer to these people than EnglishCanadians (Salvadorean boy).

Perhaps what is happening is that the Latino students are sharing with these
students a feeling of not belonging, of being different, of being excluded.
Though a group may generally have an openness to mixing with other groups,
feelings of exclusion may inhibit social integration. The statements in the following quote
probably exemplify the feelings of not only Latin Americans but of those in a number of
minority groups.

We may have different ways of seeing our friends. The main problem is that White
Canadians feel that they own the country, and we feel like we are foreigners. And
this makes us feel different than the White people. And we don't feel a sense of
belonging to them or to the country. We have more a sense of belonging with our
Latino friends. It is at a different level. We share in common a feeling of not
belonging (Salvadorean boy).

South Asian Group

Experiences. Attitudes and Perceptions of Discrimination. With this group the
facilitator brought up the topic of multiculturalism through a word game. She gave out
the word multicultural and asked the girls to suggest what they thought of. Interestingly,
the first responses from a few of the girls was the word "racism" or "racist people" and
they began to offer their opinions on discrimination.
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Multicultural ism has to do with racism (Canadian Punjabi).
There is racism because there are White people. Black people, Chinese, and other
cultures. Indian people are Brown people, but still Indian people are called
"Blacks." Some people think like that (African Punjabi).
There are a lot of English people who go to Main street (the Indian area of town).
But some people are still racist who go there. I remember when there was this old
lady talking in Punjabi, and this English lady walked by and stared at her and said:
"Oh look at her speaking in her own language." Well, I asked them: "What is
wrong, can't she even talk in her own language? What if she does not know
English, doesn't she have the right to speak in her own language? You don't have
to make a racist comment" (Canadian Punjabi).

The girls talked about the stereotype of "Chinese people and Indians always
stealing jobs"- as illustrated by the comment at the beginning of the section made to the
girl at the bus stop. The youths showed indignation and hurt, some girls feeling they
wanted to fight back, whilst others said that they "felt sorry" for these people for their
ignorance.

I would fight and say something back if they said those racist things to me. Us
Indians, we work hard in our jobs. We hardly get jobs anyway, and if we do we
work really hard in them. Often more Whites are on welfare (African Punjabi).
Sometimes if people are racist I really want to say something, but I feel sorry for
them (Canadian Punjabi).
If they ever say names to me or other Indian people I feel like punching them
(African Punjabi).
The youths also spoke of racism at school. Generally, there were fewer comments
about other students than about teachers. The youth recognized that there were some
supportive teachers. However, given their experiences with racism, they were also
sensitive that it may be emerging in a number of situations, including during their
interaction with school staff.

Like one Indian guy was hanging out with a White girl. When he broke up with
her then she started to call him racist names (Fijian Indian).
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I had a teacher that seemed racist. Like every time I talked to her, she would
answer me in a really mean way, like she did not want to answer. She would
answer in such a way that I did not feel like saying anything any more (African
Punjabi).
Sometimes I feel that teachers pick on Indian students. My cousin was telling me
how he was just sitting in class and not doing anything and may be the kids around
him were doing stuff. But the teacher said to my cousin, if you do that again you
will go to the principal (African Punjabi).
Last year my best friend, a non-Indian, and I did the same work and she got a
higher mark than me (Punjabi Canadian).

The facilitator down played racism saying, "Teachers are human, some are good,
some are bad," to which the youths responded:

Yeah but some are racist (African Punjabi).
If we could put them in our place then they would learn what it feels like if you are
discriminated against (Canadian Punjabi).

The discussion became a dialogue between the youths. A couple of the girls stood
up for teachers that they felt were sympathetic to them, and for other "Whites" who they
felt respected South Asians.

I think teachers help you more if you are not Canadian. In my opinion, I do not
feel racism. And I think sometimes teachers help more the Indian people if they
are new and are learning the language. They think that you do not understand
English and need some help. Like all the teachers I have, I get lots of help and I
get good marks (Punjabi from India).
My dad had an Italian boss, and he paid more attention to the Indian people
working with him than his own people. He thought if you go into another culture
you can learn something. So he pays more attention to us Indians than he does to
his own people (Fijian Indian).

Confronting Their Own Prejudices. Discussion about prejudice within their

own community emerged in the discussion about cultural adaptation. As mentioned in the
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earlier section, the youths talked about caste discrimination about which they themselves
felt uncomfortable. The students had also discussed how some of the older members of
the Indian community put pressure upon them to mix within their own community, and
how they expressed some feelings of hostility towards non-Indians.

I think discrimination is outside, but it is also internal. My parents would make
comments that White people are like this or like that (Punjabi from India).
Yes, sometimes our families think Chinese people do bad things, or White people
do bad things, they think we are just the angels (Canadian Punjabi).
The youth also talked about class discrimination.

In our community, if you are not rich, people can make fun of you (African
Punjabi).

Attitudes towards Friendships across Cultures and General Perspectives
about Multiculturalism. When asked if the youths had friends from different cultural
backgrounds they said they did have some at school, but explained that more of their
friends were Indian. As was expressed in the section on Indian identity, because of the
familial restrictions placed upon them they often felt more comfortable with other South
Asian youths whose families placed similar expectations upon them. In addition, much of
their social life outside of school did revolve around community events. The youths
reiterated earlier comments made about "feeling different" from some other groups.

Sometimes you feel different from, and it is difficult to talk to someone, of
different cultures. If you try to tell them something they just laugh around. It is
also easier to talk to someone of your same sex than someone of a different sex
(African Punjabi).
The experiences of racism undoubtedly also added to a desire to stay within the
group where there was a feeling of safety within their own community.
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The facilitator also asked the youths how they thought that Canada reflected the
ideals of a multicultural society. As well as the phenomenon of racism, the youths talked
about how else they saw multiculturalism operate in Canada.

There are all these different cultures here. It accepts different people, and it lets
them get involved in their culture. Like we have Main street (the Indian area of
Vancouver). And there are different cultural and religious centers. There is not
only White people's stuff. There are different churches etc.(Canadian Punjabi).

When the facilitator asked if multiculturalism affects them at school they expressed
that they saw it mainly as having a few peripheral functions.

There is a multicultural club where they have functions, like a multicultural week
(Canadian Punjabi).

It was not clear to them that multiculturalism was intended to be a concerted effort
to promote cultural understanding and combat racism.

Shared Experience and Perspectives

The youth in all the groups indicated that prejudice and discrimination still appears
to exist in both overt and subtle ways. Minority youth from all the groups expressed how
they still feel excluded and still feel hostility directed towards them-both in and out of
school-because of their membership in a particular ethnic/cultural group. The fear of
discrimination, emerging in any number of situations, seemed always to be always with
many of the students.
Feelings of being stereotyped and discriminated against were expressed by the
students. In some cases they appeared to have an attitude of indifference-that racism is
something that they just had to put up with. For some of the youth, such as refugees who
may have lived through war, poverty and possibly bigotry—there may be an attitude of
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resilience that factors such as racism are "a part of life." Yet at the same time it was
apparent that the discrimination affected them deeply and could provoke feelings such as
anger and resentment and actions of resistance or withdrawal. Some of the youth
expressed having tried to take the initiative and to defend their rights to dignity and fair
treatment Others seemed to feel more helplessness and believed that there lies little they
could do.
The youths felt they had to be wary of racism in school. Although students were
forthright in suggesting how many teachers were generous in offering them support, all the
groups also had feelings that sometimes teachers, as well as students, discriminated against
them. When the conversation focused upon the problems of discrimination, naturally the
negative experiences and feelings that had arisen were brought forward. In other contexts,
however, there was a lot of praise for the concern and caring that was shown on the part
of school staff. The more positive attitudes towards teachers has been explored in the
section on adapting to schooling.
The students also shared their own perceptions and attitudes toward other ethnic
groups. The discussions illustrated how prejudice and discrimination is connected to
perceptions accorded to the "other" and how through anecdotal incidents a particular
ethnic group developed particular impressions and possibly negative stereotypes of
another group.
Many of these youth come from more homogeneous areas and a number of youth
in various groups expressed how culturally diverse neighborhoods and schools were a new
experience for them. Although some individuals were less accepting of an ideology of
cultural pluralism than others, in general there did appear to be an openness to
understanding and appreciating the multiculturalism Canada tried to promote. The lively
discussions seemed to indicate that the youth appreciated the chance to share their
experiences, feelings and perspectives on this important and sensitive topic.
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CHAPTER 5

THE MULTICULTURAL CHALLENGE

In the introduction, two interrelated inquiries were raised in an attempt to further
understand multicultural/race relations education in Canada. First, there was the question
of the aims, purposes and experience of Canada’s approach to cultural diversity-especially
in light of recent public questioning around the country's Multicultural Policy and
programs. Secondly, there was the consideration of what the priorities, strengths and
weaknesses of these policies and practices were, and the consideration of the implications
of this for multicultural/race relations education.
This study set about to examine these questions by exploring three fundamental
elements of multiculturalism: ethnic identity, social integration and intergroup relations.
The goal of the study was to examine the relevant literature on these themes and
undertake an exploratory inquiry which gauged the perspectives of minority youths
(mostly immigrants) through group interviews.
In this conclusion these questions will be further considered in light of the
literature review and the youth discussions. The section will commence with a
reconsideration of the ideals of multiculturalism. This will be approached by further
examining some of the concerns with the Canadian Multicultural Policy by providing a
defense of the policy's premises and accomplishments in terms of arguments from the
literature and findings from the study's interviews.
Secondly, there will be a brief discussion of schooling in a multicultural society and
a brief commentary on a comprehensive contemporary approach to multicultural race
relations education. Building upon this framework, the final section will offer ideas related
to multicultural/race relations education through further reflection upon the findings from
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the discussions and interviews on ethnic identity, social integration, and intergroup
relations.

Defending Multiculturalism

Apprehension about the philosophy and practice of multiculturalism has come from
diverse sectors of society, both majority and minority groups as well as from groups of
varying political persuasions. Many of these concerns are closely related to criticisms of
multicultural education.
The concerns seem to revolve around the following perceived problems which will
be discussed and defended in terms of identified benefits to a commitment to
multiculturalism. These include the belief that: 1) multiculturalism overemphasizes the
importance of ethnicity and is therefore divisive; 2) multiculturalism undermines a
Canadian identity; 3) multiculturalism plays down the more serious problem of
ethnic/racial inequalities; 4) multiculturalism misrepresents the Canadian situation and is
unrealistic. What is really being implied is a "symbolic multiculturalism."

A Concern That Multiculturalism Overemphasizes the lmportance_Qf
Ethnicity and is Thus Divisive

Critics have questioned whether the penetrating efforts of multiculturalism could
be encouraging and fostering differences rather than enhancing a national identity.
Similarly, they have questioned whether emphasizing cultural maintenance may discourage
social adaptation and integration.
As Hiller states, "Perhaps multiculturalism has fooled us into thinking that ethnicity
is more important than it is" (Hiller, 1990, p.92). Common concerns that have arisen
from public surveys (e.g., Spicer Commission, 1991) is that time and money is being spent
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upon cultural maintenance and retention that is not only wasteful, but divisive. As Fleras
et al. declare:

Multiculturalism is chided for ghettoizing ethnoracial groups into distinct enclaves
by fostering an inward-focused mentality that drives a wedge between Canadians
(1992, p. 132).

Possible responses to these criticisms address three aspects: i) the apparent
survival of ethnicity in spite of a nation's social climate/policy towards diversity; ii)
philosophical, ethical and human rights concerns; iii) social/psychological reasons for the
"affirmation" of ethnicity.

Apparent Survival of Ethnicity. The discussions and interviews on ethnicity and
acculturation have illustrated the fundamental role of ethnic/cultural background in
forming and maintaining an individuals' identity and social perspectives. The youths in the
interviews alluded to their strong sense of cultural/ethnic identity and its persistence in a
new cultural context The study illustrated how, especially when socialization has
occurred within another cultural community, cultural background and ethnic identity
continue, at least to some degree, to define the minority person's perspectives, behavior
and affiliations.
The enduring force of ethnicity, it could further be suggested, would be true
whatever the social climate towards cultural pluralism. The persistence of an
ethnic/cultural group's sense of identity, community affiliation and maintenance of
language, etc., which occurs in the United States, in spite of past proclamations of being a
"melting pot," suggests the powerful force of ethnic/cultural background regardless of
what government policy is pursued. In other Western countries like Germany, where
multiculturalism has not been officially pursued, ethnic groups have also maintained strong
attachment to their ethnic/cultural identity, practices and perspectives (Camilleri, 1989).
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In light of this situation it appears that the criticism that an ideology of
multiculturalism propagates a "cultural maintenance" against "cultural integration" appears
to be unfounded. Cultures will preserve their cultural/ethnic identity despite the larger
society's attitudes. Moreover, this sustenance of ethnicity is not inconsistent with the
concept of "integration."
The expressions "cultural retention" and "cultural maintenance," however, may
have been unfortunate terms to use. As the interviews with the youths illustrate, in
situations of cross-cultural interaction, adaptation involves processes of a type of "cultural
evolution" rather than "cultural maintenance." The youths expressed how their
perspectives on certain issues such as gender, family communication and cross-cultural
interaction were being modified in the new context The youths neither uncritically
maintained uncritically some more traditional beliefs of their families, nor indiscriminately
adopted those of the host country. Rather, they selected those values, beliefs and
perspectives from both cultures that enabled them to accommodate their new situations—
at the same time as not forfeiting their ethnic/cultural identities.
For instance, the South Asian girls, though still feeling a part of their community
and feeling attached to many of the cultural practices and beliefs of their heritage,
nevertheless questioned certain traditional values related to caste and gender and emerged
from their reflections with new perspectives. Other groups, such as the Chinese,
questioned the more hierarchical attitudes of parents and teachers.
As was recognized by Malinowski, culture contact means neither that the original
culture is maintained nor that the host culture is reproduced; rather, for immigrants there
is a third cultural reality (Malinowski, 1960). In the discussion of acculturation, Moodley
acknowledged that immigrants continually scrutinize their own cultural baggage for what
is useful and meaningful in the new society and some aspects are discarded as being
"culture-specific to another place and time" and what she speaks of as "new ethnicities"
are developed (1986, p. 69).

248

An overall problem apparent in the rhetoric of multiculturalism and multicultural
education has been this lack of recognition of the dynamic nature of culture. Moreover,
there is often a failure to make the distinction between culture and ethnicity. As the earlier
argument on ethnicity has expressed, it is particularly important to recognize that a person
who is a second or third generation minority may be a member of a certain ethnic group
but his/her socio/psychological and cultural behavior and their ethnic identity, is related to
a host of salient variants such as place of socialization, religion, class and gender.
Multicultural policies and practices may have been problematic that they appear to
reflect a more restricted notion of culture and ethnicity. These problems may be further
discussed in the section on implications for multicultural education.

Philosophical. Ethical and Human Rights Issues. Philosophical, ethical and
human rights concerns may also be offered in defense of a philosophy of cultural pluralism
and recognition of ethnicity in society. Immigrants do arrive in a host country with
different cultural backgrounds and their ethnic identities and distinct ways of cultural
expression need to be respected for reasons of human rights and philosophical and ethical
concerns. As the preceding discussion acknowledged, multiculturalism does not have to
be about promoting cultural differences, but rather recognizing them. Charles Taylor talks
about "The politics of equal dignity" in which all individuals are "equally worthy of
respect" (1992, p. 41). Rockfellow, in a response to Taylor, summarizes his perspective:
The objective of a liberal culture, he asserts, is to respect-not to repress-ethnic
identities and to encourage different cultural traditions to develop fully their
potential for expression of the democratic ideals of freedom and equality, leading
in most cases to cultural transformation. How diverse cultures accomplish this
task will vary, giving rich variety worldwide to the forms of democratic life.
(Rockefellow, 1992).
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Taylor discusses how democratic societies today simultaneously promote a
"universalism" equal rights and treatment for all- in which no one is to be a second class
citizen and a "politics of difference," which grows out of a politics of equal dignity.
Taylor argues that in the recognition of differences, "assimilation is the cardinal sin against
the ideal of authenticity" (1992, p. 38). The politics of equal dignity relates to respect for
the intrinsic values of various cultural forms and the ways in which individuals actualize
their humanity and express their individual identities (Taylor, 1992).

Pragmatic/Socio-Psvchological Issues. Thirdly, pragmatic/socio-psychological
concerns may be offered in defense for the recognition and affirmation of ethnicity. Critics
have questioned whether multiculturalism increases a group's cultural awareness and
identity and consequently leads to increased ethnocentrism and heightened intolerance of
others. Thus, was there a contradiction inherent in stressing group identity or cultural
maintenance at the same time as promoting cultural harmony, social integration and
national identity.
In response, it may be reiterated that multiculturalism is not about cultural
maintenance as much as about cultural recognition. It may be argued that there is nothing
inherently contradictory about cultural recognition and social integration. Cultural
recognition may mean enabling groups to have the rights to their own radio and television
shows, etc. But multiculturalism does not need to imply a type of separatism. The ideal
is to promote integration by encouraging groups to interact, to stimulate activities that
involve multicultural clientele and events, and thus to facilitate the mixing of immigrants
and others. As will be discussed further on, these practices may be encouraged in
institutions such as schools. As one of the Chinese youths pointed since it sometimes feels
more comfortable in one's own community, encouragement of integrating activities is
important for facilitating inter-cultural interaction.
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Moreover, it may be argued that a society will more readily promote ghettoization
if it appears that there is a lack respect for cultural identity and the society fails to
encourage the appreciation of cultural diversity and to take an anti-racist stance. An
ideology of cultural pluralism has the goal of promoting a society in which particular
ethnic/cultural groups do not feel and experience hostility that can lead to marginality and
involuntary separation-as has been the case experienced by minorities in some countries
(e.g., to a greater extent in Great Britain and other parts of Europe, Camilleri, 1986).
The discussion on acculturation also implied that to ensure healthy bicultural
identities, rather than the fostering of negative self-images, alienation and marginalization,
individuals must experience self respect and esteem which includes both cultural
awareness and cultural affirmation. This is a necessary part of moving beyond what Banks
has labeled "cultural encapsulation" (Banks, 1986).
A number of the youths in this study emphasized that feelings of exclusion and
rejection and a lack of understanding toward their culture made them feel more inclined to
retreat into the safety and familiarity of their own ethnic/cultural group. The principle
that seems to be at work is that a host society’s receptivity, cultural acceptance and
understanding undermines "cultural encapsulation" and may facilitate social integration
and further positive cross-cultural interactions.

A Concern that Multiculturalism Undermines a Canadian Identity and the
Question of Cultural Relativism

As was mentioned earlier some critics of multiculturalism have concerns that
newcomers will not sufficiently "accommodate" to the "Canadian way." Moreover, they
feel that the policy of multiculturalism encourages a "cultural relativistic stance" which
fails to underscore the need for immigrants to adapt to Canadian core values and thus
undermines the Canadian identity.

251

These concerns can be responded to by first looking at the issue of the Canadian
identity? As a nation, Canada does have a relatively short lived history which lacks the
hundreds or thousands of years of mythology, history and heroes that provides a
grounding for a national identity. North America was a land of Indigenous Peoples until
colonization provoked a wave of immigration. Does the fact that the Native people were
conquered and put under the administration of the English or French majority mean the
Canadian identity must reflect entirely these two cultural groups' backgrounds. Though
some people hold this belief, it may be proposed that this viewpoint does not reflect either
the current reality or a maturing post-modem perspective.
Rather, as a country built by immigrants of many lands, it could be appropriate that
the ideal of a Canadian identity be that of multiple identities, unified through shared
experience upon similar soil and lives lived through exposure to similar institutions. Given
the reality of cultural diversity in a nation like Canada and the arguments of the politics of
equity and difference, it may be proposed that the ideal of cultural pluralism is important
Such an ideal must be one entrenched into institutions and activities.
The complex questions concerning the promotion of unity in diversity is beyond
the scope of this paper to address. There are genuine dilemmas and questions that
surround culturally diverse societies committed to human rights and an ideology of
multiculturalism. The goal of simultaneously respecting cultural practices and promoting
democratic principles of human rights and equity is one such dilemma. What happens
when such cultural practices exist that may not endorse equity between genders or
between certain social groups?
Multiculturalism does not necessarily have to advocate an amoral non-judgmental
adherence to cultural relativity. A nation can insist upon working towards values of
human rights and egalitarianism (within the limits of the industrial capitalist society) and
expect that newcomers to the nation join in the movement toward accomplishing these
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principles. Thus, certain practices may not be condoned, though they may be associated
with a particular culture. As Lynch states, there needs to be:

...a thought out moral basis for behavior and decision making within a context
where there is a pluralism of values, some of which are inappropriate to a
multicultural society and many of which are in conflict, but where often two
"goods" may be in competition (1987, p. x).

Granted there may be a gray area sometimes in deciding what values violate
democratic rights rather than cultural sensitivities. The ability to distinguish between and
to tolerate those particular values and practices that do diverge from the majority but are
consistent with the identified core values must be part of the aim of a culturally pluralistic
society that espouses for freedom of cultural expression.
Furthermore, I propose that if a commitment to democratic goals and values of
equity, human rights and multiculturalism is evident in a society, then some expression of
these ideas inevitably begins to be reflected upon and expressed in the perspectives of
newcomers, especially the youths. The interviews in this study indicated that this was the
case.
It was clear that in their new context youths from a number of the groups were
questioning the attitudes and beliefs of their culture's background. Practices they
considered unjust, such as gender inequality or caste discrimination, came under scrutiny.
Their own cultures become a contested area. The youths in the interviews illustrated the
possibility of positive critical analysis and the potential for bringing what seemed positive
from both their old and their new worlds into their present perspectives-generally, with a
sensitivity to issues of human rights and equity.
As was discussed earlier the Economic Council of Canada addressed the issue of a
commitment to core values. It stressed that:
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...certain traditional practices of some cultures conflict with Canadian norms and
should be relinquished "at the door," so to speak. Treatment of women as
intrinsically inferior and intolerance in matters of ethnics, politics, or religion
would be two examples (1990, p.36).

Hopefully these new clauses to multiculturalism, as expressed above, do not
represent a growing lack of tolerance but rather an affirmation of pluralism within a
mandate of respect for democratic human rights.
Finally, unity comes from inclusiveness. Attitude of subtle discrimination wherein
those of non-Anglo or non-Francophone backgrounds feel that they are not accepted and
that they are perceived as "others" will inhibit newcomers' attempts to be and feel
"Canadian." A number of the youths emphasized that as they were not "Whites" no matter
how they personally felt they would never be recognized as just Canadian. Okura, in her
novel of the Japanese-Canadian experience eloquently expresses the perpetuation of
feelings of difference and exclusiveness which inhibits visible minorities from embracing a
Canadian identity.

The comments are so incessant and always so well-intentioned. "How long have
you been in the country? You speak such good English. Do you run a cafe? My
daughter has a darling Japanese friend. Have you ever been back to Japan?."
Back? Does it so much matter that these questions are always asked? Particularly
by strangers? These are icebreaker questions that create an awareness of ice.
Where do any of us come from in this cold country? Oh Canada, whether it is
admitted or not, we come from you. From the same soil, the slugs and slime and
bogs and twigs and roots (1984, p. 226).

A Concern that Multiculturalism Does Not Address the Prpfr»gm.gf
Ethnic/Racial Inequalities

Critics have contended that multiculturalism has ignored ethnic/cultural groups' social,
economic and political issues. It has been found negligent in efforts to confront social

254

inequality and manipulative in its attempts to divert attention from socioeconomic
aspirations through pacifying groups with folkloric sponsorship (Roberts and Clifton,
1990; Fleras et al, 1992). As Fleras et al. state;

Issues pertaining to power sharing and resource allocation are soft-peddled in
pursuit of folkloric concerns. Minority social and economic aspirations are
defused by redirecting the threat of potential strife into relatively innocuous
channels of cultural activity (1992, p. 134).

In certain ways the rhetoric of multiculturalism could be seen as deceptive. It has
used the phrase that "all cultures have equal status" (House of Commons, 1971). Given
the dominance of certain groups in the socio-political sphere this does not appear to be the
case—though there is increasing diversification. Critics have also contended that the policy
intended to "neutralize" the special claims of the French and the Native people (Moodley,
1986).
Over the years, both Native and French groups have looked at the policy with
some foreboding. The First Nations people were concerned that it failed to identify their
treaty rights or land claims. The French felt it put them together with other minority
groups and undermined their special cultural status as one of the "founding nations"
(Moodley, 1986). More recently both groups have been assertive in putting forth their
special claims.1
Despite this skepticism of the policy and the persisting apparent domination by
some groups, the ideal of recognition of all groups in the Canadian landscape and a
commitment to equity needs to be appraised as a worthy goal. Furthermore, as was
started to be argued earlier, in recent times pressure has been put upon the government to

1. There is a strong National First Nations Organization has initiated some moves towards self
determination and even types of sovereignty. The Quebec Sovereignty party, the Bloc Quebecois, has
strong support in Quebec and is becoming more influential nationally.
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pay greater heed to the goal of equality and to address the socio-economic inequities and
barriers.
The policies of multiculturalism have gone through a stage of critique for being
folkloric and thus a greater race relations perspective has been incorporated. Inequalities
have been addressed by legislation such as the Charter of Rights (1982). In addition,
governmental commitments, such as the 1984 commission Equity Nowx aimed at inducing
greater "visible minority" participation and equity and greater confrontation of
discrimination, is an example of some response towards alleviating socio and economic
barriers and injustices.
The commission made eighty recommendations. The encouragement of practices
such as employment equity plans in government workplaces and encouraged in the private
sector, and race relations policies and/or programs in places like schools and the police
force, are signs of some progress. Though the ambition of the Equity Now commission
should be applauded, there is also room for reflection. Moodley aptly identifies some
criticisms which are worth mentioning.
These criticisms are important because they identify problems in the
conceptualization of the issues of ethnic/race relations which could lead to problematic
program responses. One such problem is the failure to distinguish between different types
of "visible minorities," specifically between disadvantaged and less disadvantaged groups.
Moodley chooses to focus upon the report's failure to distinguish between
conquered or colonized or "caste like" minorities (Ogbu 1978)-such as the First Nations,
and Afro-Canadians in Nova Scotia and other voluntary immigrant groups. She stresses
that the social experiences and psychological perspectives of the former groups have
resulted in lack of opportunities. But, Moodley also proposes that the same could not be
said equally of all the groups. Some visible minorities, such as various Asian groups, she
asserts, may be over-represented in places like higher education and may not need the
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same compensatory measures (these arguments are particularly relevant to affirmative
action).
These arguments could be extended to generally being particular in discerning
"disadvantaged groups." Certain groups of newcomers such as some refugee groups may
have special needs. We may also recognize the distinction between some immigrants who
face challenges of cultural transition and adaptation in relation to some second or third
generation minorities. The more privileged lifestyles of certain "visible minorities" may
imply that they do not have the same disadvantaged status as other "visible minorities."
In fact the concept of "advantaged" and "disadvantaged" is limited when confined
to issues of race and color. Class and social origins also play a major role in this concept
For instance a person from "around the bay" in Newfoundland who moves to Toronto to
find work not only faces discrimination based upon accent, mannerisms, stereotypes held,
etc., but is at a disadvantage in terms of education and social preparation for living and
working in Toronto.
Another pertinent observation noted by Moodley is that the apparent contradiction
inherent in promoting both "multiracialism" and the eradication of racism. As she states:

If one wishes to combat racism and achieve color blindness as much as possible,
one cannot simultaneously "activate positive racial attitudes" (House of Commons,
1984, p. 124). All racial attitudes, whether positive or negative, represent
stereotypes. Positive multiracialism is a dangerous supplement to a praiseworthy
multiculturalism because it heightens invidious racial perceptions where
multiculturalism is rightly silent on the question of race (Moodley, 1986, p. 67).

Without undermining the very real significance of historical and contemporary
institutional and individual discrimination directed towards "visible minorities" problems
with perpetuating discussions around a notion of "race" can be identified. For instance,
there are contradictions, as identified by Moodley, in the goal of discouraging any racial
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attitudes at the same time as addressing discrimination by focusing on categories of "race"
in affirmative action and in other means of confronting racism.
Identifying and attacking structural inequalities and prejudicial attitudes should be
a fundamental goal of multiculturalism and multicultural education. However, the vast
distinctions between people of different cultures of the same race and the acknowledgment
of cross-cultural conflicts and/or discrimination between members of different cultural
groups (wherein differences are "cultural" rather than "racial") make the issue of racism
complex.2
McLeod has discussed how in Canada the Multicultural Policy and the
perpetuation of an ideology of cultural pluralism, have gone hand in hand with a concern
for human rights. He also suggests the idea that multiculturalism has gone through its
third phase wherein it emphasizes not only:

...equality of opportunity but equality of outcome and equality of success. There
has been increasing attention to access and participation, and to structural barriers
(1992, p. 218).

Perhaps it is possible to have a focus upon human rights which does not fall into
some of the limitations and shortcomings inherent in a focus on "racism" yet still addresses
the issues of social and economic injustices, cross-cultural conflict and discrimination, and
problems of disadvantaged groups,. A positive multiculturalism that seeks to enhance
social justice needs to strongly embrace this human rights perspective.
A concluding comment concerning the role of multiculturalism and economic
inequities deals with the contrast between a "conflict" and a "consensus" approach. A
2. Though the term "racism" is still used generally to refer to those with power (usually European groups)
discriminating against "people of color" (as historically has often been the case) acknowledgment can be
made that groups of the same race (but different cultures) can discriminate against each other and a nonCaucasian group against a Caucasian group. The former is illustrated by the example of discrimination of
Koreans by Japanese, or of Chinese by the majority group in Indonesia or Malaysia, and the latter of
discrimination by Asian groups in parts of the previous USSR. In Canada discrimination has generally
been directed from the European in power to "visible minorities". Intergroup dynamics however, are
becoming more complex in recent times as more groups share power.
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consensus approach envisions the system as relatively unproblematic and functional and
focuses on the ideals of harmony rather than the realities of conflict A conflict approach
recognizes power relations and focuses more upon how institutions like schools
perpetuate the status quo but should work towards promoting social change.
The Canadian dialogue around cultural pluralism has provoked a debate in
education, and in regards to larger policy issues, over an "anti-racist" versus a
"multicultural" stance. Anti-racist education has been considered to be more politically
motivated and to embody the language of social change. As Fleras et al. suggest antiracist education confers a "radical cutting edge to the whole concept of managing diversity
within the school system" (1992, p. 195). Thus anti-racist education arises from a
"conflict" perspective, bringing to the forefront issues of power, cultural hegemony,
minority rights and possibilities.
"Anti-racists" seem to believe that multiculturalism implies a more "consensus"
perspective working within the status quo, rather than challenging oppressive social
structures. "Folkloric" activities or "soft" approaches to intercultural harmony are
attributed to multiculturalism and critiqued as ineffective in confronting the more systemic
problems of inequity.
However, the arguments presented in this study indicate that this is just one
approach to multiculturalism. Rather than arguing whether multiculturalism has a
"consensus" or "conservative" approach, or searching for new labels and movements such
as "anti-racism, a more appropriate response could be the recognition that within any
movement there may be conservative and radical elements.
Multiculturalism as a government initiative, and even in schools, at times may have
been co-opted by more conservative elements. Yet the discussions have also shown that
the ideals of cultural pluralism are inclusive of commitment to greater social equality with
a potential for social change. Minority voices have been instrumental in redirecting the
movement to address issues of domination and discrimination. As the following section
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will also illustrate, various theorists within the auspices of multicultural education are
emerging with "radical" or "conflict" perspectives and envisioning the multicultural
education movement as a "whole school reform" aimed at "social reconstruction" and
attacking structural inequalities.
Though the movement in multiculturalism can have conservative elements, it can
also be regarded as social activism embodying fundamental principles of human rights. It
is this orientation that may be encouraged and this vision of multiculturalism that will be
further discussed in the section on education.

A Concern That Multiculturalism Is a SuperficlalCultural Pluralism

This final criticism of multiculturalism is related to the previous discussion and suggests
that a conservative approach is overly rhetorical and promotes a superficial cultural
pluralism. Criticisms from the left suggest the policy has presented the illusion of cultural
preservation (i.e., through supporting folk dances, etc.,) thus pacifying minority groups
while supporting only the more superficial elements of culture and cloaking the reality that
adaptation implies assimilation (e.g., Ramacharan, 1982).
Sociological discussions of multiculturalism in Canada have raised the question of
whether what is really being promoted is "symbolic ethnicity"~a nostalgic allegiance to a
culture which is not so much a part of everyday behavior. In a discussion of the various
types of multiculturalism, (in an attempt to try to clarify the contradictions and confusion
identified in the policy) Roberts and Clifton, conclude that the Canadian government does
not intend to support ethnic social structures and is thus more inclined to support
"symbolic" rather than "institutional" multiculturalism (1990, p. 139).
Roberts and Clifton make several observations regarding symbolic
multiculturalism. They suggest it enables individuals to participate in complex modem
industrial societies—where they accommodate and adapt to various reference groups—and
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yet feel attached to smaller, more intimate communities with shared underlying values.
They claim that the basis of symbolic multiculturalism is thus psychological rather than
social. It facilitates identification with an ethnic enclave without the commitment inherent
in institutionalized multiculturalism. Members can thus respect their ethnic heritage
without needing to display behavioral allegiance to it. Its voluntary nature is an important
feature (1990, p. 134-135).
This type of attachment to an ethnic identity and ethnic/cultural communities it is
proposed, counteracts the forces of alienation and impersonality inherent in the complex
modem industrial society. The expression "affective ethnicity" has also been coined to
refer to this capacity to give individuals a sense of identity in an increasingly technological
and impersonal society (Weinfield, 1990).
Given that the government does not support "institutional multiculturalism" critics
may propose that multiculturalism cloaks the extent of "assimilation" necessary for
successful integration and economic opportunities. The discussions in this study have
suggested that immigrants recognize and respond to the need to adapt and to
"accommodate" the institutions and cultural norms of the new society. However, it has
also stressed that the concept of integration additionally implies a sensitivity and openness
to meet the challenges of cultural diversity with receptivity, adaptation and change on the
part of "mainstream" institutions.
Although the government may not intend to support ethnic/cultural social
structures, the social element of multiculturalism should not be undermined. It can be
suggested that the governments' philosophy of pluralism has had some ability to permeate
both institutional inequalities and personal attitudes. The multicultural policy, despite
shortcomings of its past programs, can be viewed as serving the purpose of not only
promoting cultural affirmation, and some degree of acceptance of diversity, but also
promoting legislation and programs to institutionalize liberal and non-discriminatory
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measures-evident in multicultural education, race relations policies and employment
equity activites.
Though weary of the idealistic proclamations of the government, aware of antimulticultural backlash and persistent racism among some members of the population, it
may be proposed that the multicultural approach is an important process for managing
cultural diversity. This claim will be further supported in the following section on
multicultural education. McLeod confers with this perspective as he credits the original
emphasis on a more "symbolic multiculturalism," the demonstration and sharing of cultural
affinities, of breaking the ground for a greater acceptance of pluralism as a "way of life"
with more attention to issues of equity (McLeod, 1992, p. 217).

Education in a Culturally Pluralistic Society

As the prior discussions have suggested, as Canada continues to move towards an
increasingly diverse populace issues facing multicultural societies such as balancing the
rights of individual cultural expression and structural inclusion with a desire for national
identity, unity and social cohesion have become more prominent. Advocates of
multicultural education recognize that meeting the goals of cultural pluralism means
comprehensively weaving the ideals into the life and programs in schools. Individuals of
all groups need a chance to develop their potentials for equal participation in the socio¬
economic life of the society and to cultivate the dispositions necessary for democratic
citizenship in a culturally diverse society.
It is not the goal of this paper to either redefine the goals of multicultural/race
relations education or to evaluate the particular success of their methods. Rather,
comprehensive goals and approaches in multicultural education will be identified by
drawing upon contemporary theory. Building upon this framework, the final section will
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further reflect upon the findings from the discussions and interviews on ethnic identity,
social integration, and intergroup relations and identify priorities and principles related to
multicultural/race relations education

Educational Responses to Multlculturalism

Schools in multicultural societies have been involved in positive activities aimed at
responding to the needs of a diverse community. Exchanges of ideas are taking place
across North America and with Europe and Western nations such as Australia (Moodley;
Banks & Lynch, 1986). Drawing upon the various literature, (e.g.. Lynch, 1989; Banks,
1986; Nieto 1991) it can be argued that the essence of programs in multicultural and race
relations education include: i) educational equity, implying the development of school
arrangements that enable all students—regardless of race, class or gender—to have the
opportunity to achieve at school. This ideal includes paying attention to the special needs
of cultural adaptation for immigrant students; ii) a process that seeks to enhance positive
intergroup relations, educational equity and social and economic justice by working
towards reduction of prejudice and discrimination; iii) a process and reform that aims to
enhance the possibilities of social justice and cohesiveness, in a local, national and
ultimately an international context
Though schools have been implementing measures in these areas, in an already
over-crowded curriculum the purpose of these initiatives is not recognized equally by
educators. Part of the resistance is due to an uncertainty about the goals of
multiculturalism and multicultural education and an ambivalence toward an agenda which
appears to not only promote cultural sensitivity but to also stress the importance of
cultural retention and ethnic/cultural identity.
As the previous section illustrated, even the official government ideology of
multiculturalism is more about social integration, equity and positive intergroup-relations
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than about cultural retention. Similarly, it may be argued that multicultural education in
schools is, and should be, more about legitimizing different types of knowledge (to move
away from white male hegemony, break down ethnocentricity and build cross-cultural
understanding). Multicultural education is also about empowering youths and creating
critical thinkers of all backgrounds who will confront social inequalities and respond
creatively to the challenges of citizenship in a democratic culturally pluralistic society.
In the prior section the distinction between a "conflict" and a "consensus."
perspective was discussed. It was proposed that rather than dismissing multiculturalism as
ineffectual because at times it may seemingly fail to address social inequities, a more
"conflict" approach may be taken that recognizes the importance of endorsing a
philosophy of cultural pluralism within the mandate of social justice, human rights and
equity.
A multiculturalism for social justice can be seen as a type of social activism.
Multiculturalism can embody commitment to the socio/political reality of institutional
racism. This has become a more recent trend (e.g., Nieto, 1991; Banks, 1989) that can be
encouraged is including an "anti-racist" perspective within the concept and vision of
multiculturalism.
Other problems with the concept of multiculturalism and multicultural education
can be recognized and addressed. Multicultural education does not have to, and should
not, perpetuate a static perception of cultures; rather, it can promote a recognition and
illustration of the complex relationship between ethnicity and culture and the idea of "new
ethnicities." Multiculturalism and multicultural education does not have to mean cultural
relativism. It can start from a standpoint of principles of democracy and human rights.
These ideas will be elaborated upon further on as the finding from the interviews are
discussed.
Multicultural education does not have to be seen as some "add on" program that
concerns teaching about or sharing cultures in a superficial folkloric sense. Rather, it can
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be considered an approach to educational reform and social reconstructionism aimed at
attacking injustices and inequalities in society and working towards the goals of cultural
pluralism.
The multicultural education field has provided a vast and diverse range of studies
contrasting in concept, content and implementation. Several typologies have tried to sort
through the various categories of approaches and programs (e.g., McLeod 1992; Fleras et
al., 1992). This study will not enter into the discussion of these various approaches. It
will start with the position that multicultural education should include an anti-racist or race
relations component and be a whole school approach that prepares all individuals for life
in a culturally diverse society. Two theorists whose conceptions of multicultural
education embody this perspective are James Banks (e.g., 1986,1989) and James Lynch
(e.g., 1989).
Lynch and Banks provide an inclusive philosophy of multicultural education and
incorporate curricular and pedagogical features. The objectives of multicultural education
can be discerned at a macro- and micro-level. Lynch's delineation is especially
perspicuous in it's macro-level analysis—relating the field to societal goals of cultural
pluralism and human rights in a complex interaction with socio/economic and political
factors.
As mentioned in the definition of terms in the beginning of the study, Lynch's goals
of education for a multicultural society support the idea of multicultural education as a
comprehensive school program for social justice and these include:
i)

the creative enhancement of cultural diversity and not solely the maintenance
of existing cultures;

ii) the achievement of equality of educational opportunity for all regardless of sex,
race, creed, ethnic background, class etc;
iii) the propagation of a sense of shared values, rights and access to political
power and economic satisfaction (1989, p. 10).
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Thus, central to multicultural education’s goals. Lynch contends, is the idea of a
society's accommodation to cultural pluralism (tolerance and acceptance of differences),
Mth support and means for a greater inclusion of minorities in sharing the political and
economic power and resources. Such measures would extend their social and economic
opportunities and possibilities (1989, pp. 5-12). He expresses the dilemma at hand:

the cultural membrane surrounding structures has to be permeable enough to
absorb the values and beliefs associated with alternative cultural appurtenance,
without becoming totally permeable so that the structure dissolves completely and
the cohesion of society is dissolved (1989, p. 8)

Lynch persuasively argues that the ambitions of a multicultural curriculum (which
should have a global perspective embedded with macro-level cultural, environmental and
human rights concerns) can only be reached by the development of individuals with
creativity, sensitivity and reflective thought (1989). This includes attention to both
process and content.
These imperative educational objectives, he maintains, require pedagogical
methods of democratic classrooms that are compatible with cultivating reflective thinking,

social perspective takingx and cooperative learning. Lynch adds that the goals of
multicultural education in a global society must involve cognitive sophistication and moral
engagement:

enabling students to think out for themselves the resolution of difficult personal,
social, cultural and environmental issues, in this way closing the gap between
democratic ideals and social realities (Lynch, 1989, p. 11)
Multicultural education advocates are also concerned at the micro level about how
equity translates into the provision of an educational environment conducive to school
achievement and satisfaction of all students. Banks discusses the need for, and the
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approaches to, a multicultural education which advances culturally relevant and
empowering curricular (1987).
Advocating for school reforms from a North American perspective, Banks argues
for a comprehensive model of multicultural education that "is a total school reform effort
designed to increase educational equity for a range of cultural, ethnic and economic
groups" (1989, p. 6). Banks places a strong focus upon issues of disadvantaged
minorities.
Yet, Banks also suggests that "global competency" is the most commendable goal
of multicultural education. Part of his contributions to a multicultural theory and
pedagogy is the identification of various stages of an individual's identity from ethnic
captivity (internalization of negative attitudes toward one’s ethnicity) to global
competency (an ideal balance of ethnic, national and global identification and
commitments, behaviors and literacy) (1987, p. 64-65). Caution should be taken not to
see his model as a linear stage type theory. Nevertheless, both the acknowledgment of the
different possibilities of relating to ethnic identity and the awareness of an "ideal" can be
helpful. Banks suggests the ideal stage is one in which:

...individuals have the ideal delicate balance of ethnic, national, and global
identifications, commitments, literacy, and behaviors. They have internalized the
universalistic ethical values and principles of humankind and have the skills,
competencies and commitments to act on these values (1987, p. 65).

Banks, as do many contemporary theorists in multicultural education (e.g., Nieto
1992; Moodley, 1986,1992) has also stressed the persuasiveness of personal and
institutional racism and emphasized it should be a fundamental issue in education. An
emphasis on education for social action is clear in Banks' work as he insists that
multicultural education must ultimately influence and modify social behavior of both
minority and majority students (1987,1989). Thus, instructional outcomes should include
cross-cultural sensitivity and competency skills, prejudice reduction, reflective decision
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making skills related to ethnicity, and the empowerment of minority students towards
greater social and political efficacy. His pedagogy involves an interdisciplinary and
conceptual approach which involves both cognitive and affective domains (e.g., 1987,
1989).

Implementation of Multicultural Education in Canada

Given that there is not a national multicultural educational policy, provinces,
school districts and individual schools have responded to the need for education for
cultural pluralism with varied approaches and enthusiasm. Presently British Columbia is
faltering about going ahead with its controversial year 2000 program. This document
does contain broad policy statements and mandates regarding multiculturalism that school
districts, and individual schools, are expected to respond to (British Columbia Ministry of
Education, 1992).
In the rest of Canada, other provinces' Ministries of Education have also generally
provided broad mandates. The accomplishments of their aims, however, appear to depend
more upon the enthusiasm and efforts of local school boards and committed school staff.
It may be proposed that a commitment to multicultural/race relations education
needs to primarily be put into motion during teacher preparation and then sustained in the
schools. Means to offer support, enticement, materials etc., in the schools can be
encouraged at the provincial, district and school administrative level. Related workshops,
resource guides, course materials with a multicultural global perspective, district race
relations or human rights/cultural equity policies (with attempts to provide mechanisms for
accountability), and individual school multicultural committees and plans, are some of the
ways that schools have responded to multicultural/race relations educational goals.
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This Study and Ideas for Multicultural Education

In this final section the discussions and findings from the interviews will be
reconsidered in terms of implications for multicultural/race relations education. The focus
will be upon the input from the minority secondary school youths who have experienced
cultural transition and schooling in urban Canada. Dialogues with those that live and
study in a culturally pluralistic society can help to further identify and define important
elements and priorities for education in a culturally pluralistic society.
This project has explored the experiences of minority, mostly immigrant, teenagers
in urban Canada. Most of the youths in the groups in the study appeared to be coping
socially and educationally and at this stage appeared relatively satisfied with their school
experiences. However, the interviews also indicate that these teenagers have the pressure
of managing cultural transition, often at the same time as acquiring English language
competence and completing graduation courses.
Presently there do not seem to be channels in place to follow up on the school
careers of immigrant and other minority secondary school students in Vancouver, or in
various other places in Canada.3 Evidence such as acceptance to university and vocational
studies does suggest that a number of "minority" students, including some fairly recent
immigrants, do succeed despite odds and perhaps partly due to strengths of their
socio/cultural background. In fact, the success of immigrant students in schools has begun
to attract the attention of researchers in North America and Britain (e.g., Gibson, 1988).
A number of the youths demonstrate determination to overcome obstacles which amounts
to scholastic accomplishment Though it is likely that even these students experienced
some personal struggles in managing the cultural transition.

3. " While Vancouver has gathered some useful information regarding numbers of ESL students and their
placement, it has yet to determine which ESL students have met with success and which with failure in
the system and why" (Ashworth, 1988, p. 56).
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However, there are also indicators of the vulnerability of immigrant youths who
migrate at adolescence-possibly particularly for those in lower socio-economic classes
whose families have added pressures. Although the youths in this study were still in
school (accept for one Salvadoran boy), certain ethno-cultural groups in Canada, such as
the Latin Americans and Vietnamese, have become troubled with the dropout rate of their
youths. The small, but growing, number of youth gangs, which attract immigrant or
refugee members, suggests that a lack of positive school experiences and feelings of
marginalization draw youths to them to find a sense of belonging, even if it is in anti-social
groups. Moreover, counselors and home-school workers recount social and psychological
stresses of cultural transition which affect the students' school achievement4
Given the uncertainty of a new situation, these adolescents are in a vulnerable
posistion. Like all youths, they yearn for a sense of belonging and security-reasons for
them to desire interaction within their own familiar community group that helps to provide
a sense of belonging. However, as this study has also illustrated, many of these immigrant
youths are also teenagers with a sense of hope, dignity and determination. They may often
demonstrate strong cultural values that support self-discipline and a willingness to struggle
to accomplish their aspirations. Moreover, though these teenagers may face personal
obstacles, these hurdles can also provide their intellect and emotions with challenges that
can enrich them-for instance promote critical thought, open mindedness and empathy.
These qualities did seem evident from the youths’ discussions.
As the interviews also conveyed, social and intergroup relations is another major
concern for immigrant youths. As these adolescents turn to greater dependence on the
peer group, they face challenges of negotiating ways of relating-often in a foreign tongue,
and within differing communication norms-to peers from both the dominant Anglo
culture and from other "minority" cultures. Undertones of exclusion or discrimination
impede successful peer relationships with other groups. These youths' experiences and
4. Noted from experience as Race Relations Consultant (1990-1991).
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perceptions of discrimination affect not only the potential for positive intergroup
interactions, but undoubtedly influence their perspectives on identity and their attitudes
and responses to social integration.
Although the conversations with the youths followed the direction their discussion
took them, the facilitators kept in mind the three broad themes of: ethnic identity, cultural
adaptation and social integration, and intergroup relations. The following brief
reconsideration of the youths' perspectives and the implications for multicultural education
will be discussed in the context of these themes.

Ethnicity and Identity

The study has looked at the phenomena of ethnicity and identity and explored
minority immigrant student's evolving sense of "ethnic identity" within the Canadian
context. The project illustrated how an immigrant individuals' ethnic and cultural
background is a strong and integral part of their identity and sense of self. It was clear for
the immigrant youths in this study that an identity of being Vietnamese or Salvadoran
derived from socialization in their country of origin and immersion in the beliefs, values
and practices of their culture.
In their own nation immigrant youths may have also located their identities in
various other groupings such as "Indios" or "Campesinos" or a regional or religious
affiliation. As migrants, however, the discussion showed how newcomers developed a
growing awareness of what it means to be Salvadoran or Punjabi in the Canadian context
and of new and broader categories such as "Latin American or "South Asian" or "East
Indian." Through the process of acculturation, individuals start to develop a sense of an
ethnic identity in the Canadian context and make choices about issues of accommodation
and with which groups they identify. It was also noted that particular dynamics and

271

relationships arose between new immigrants and established Canadians of the same
country origin.
The discussion on ethnicity also highlighted the contextual and dynamic nature of
ethnicity. It illustrated how ethnic identity involves a dynamic interaction between how
individuals' identify themselves and how others ascribe an identity upon them-based on
real or perceived allocation of the individual into a particular grouping(s).
In many culturally pluralistic societies there are minorities of various
ethnic/cultural groups who are first, second or third generation. A number of contextual
variables will influence the way individuals raised in Canada relate and identify with their
ethnic/cultural group. These variables include the extent of a cultural community, the
status accorded the culture, and factors of acceptance and discrimination toward the
group. An individual's ethnic identity and sense of cultural belonging may involve deep
seated cultural patterns that accommodate the new situation, or may manifest itself in a
more symbolic relationship.

Implications for Schooling
Distinguish Between "Ethnicity" and "Culture". The incorporation of a
culturally pluralistic perspective in school curricular must avoid using simplistic notions of
culture and ethnicity. As the chapter on ethnicity stressed, although a student may be a
member of a particular racial or ethnic group of, for instance a specific Asian background,
their beliefs, values, cultural practices and ethnic identity will depend upon their place of
socialization and their families' relationship to their ethnic/cultural background.
A teacher, in the interest of teaching a global curriculum, may include cultures and
peoples of, for instance, India, Japan or Africa. However, they need to be aware that it is
equally important to avoid perpetuating stereotypes such as that a person of a particular
racial or ethnic background exemplifies the cultural characteristics of that nationality. In

272

the chapter on ethnicity a second generation Japanese student explained that even though
she did not relate to the culture of Japan that was taught in the classroom, after the class
she felt branded as different by the non-Japanese youths in the class. Consequently, she
felt like shedding her identity and identified her youth experiences as being caught in a
"bicultural limbo."^
The global perspective that is being promoted should include sharing of activities
the socio-historical background, experiences and perspectives of Japanese in North
American as well as possibly from other places like Brazil or Hawaii. Given the culturally
diverse nature of post-modem societies, a multicultural education with a global
perspective needs to stress the complex relationship between ethnicity and culture.
Fleras et al. state "learning about cultures is a difficult time-consuming process,
which in all likelihood is beyond the expertise of school authorities to achieve and often
removed from the daily experiences of students" (1992, p. 207). Although this
observation may be true, attempts to draw upon community resources should be
encouraged. Moreover, resources such as media and literature and other art forms can
help to illuminate the diverse experiences of particular ethnic/cultural groups. Students
may also "learn to learn" about cultures that will help them to be aware of cultural
differences.

Involve the Students but Respect the Individuals* Self Identity. Many
classrooms today are culturally diverse. Sensitive teachers can incorporate students'
experiences into the curriculum—either through quiet reflection and writing, and/or sharing
with other members of the class. Discussions and activities in class could encourage
students to think about their own ethnic identity. Activities that enable them to consider
the culture of their parents, grandparents, great grandparents etc., may help define
distinctions between culture and ethnicity and promote an understanding of culture as a
5. Thanks to Tami Ogura.
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process and the idea that cultures evolve. Teachers and-if there is some sharing-other
class members can also gain a greater cultural understanding from these activities.
Holding discussions about different cultures is concerned with providing
knowledge and creating cultural awareness. They are also about promoting cultural
sensitivity, respect, recognition and legitimization. It is not about labeling. A
multicultural approach which illustrates that cultures are not static decreases the possibility
of perpetuating stereotypes. A more comprehensive multicultural approach to examine
culture and ethnicity respects the fact that ethnic identity is about choices-the choice for
an individual to acquire the identity and relationship with their ethnicity that they feel
comfortable with.

Canadian Identity is not a " White” Identity. A factor contributing to the
possibility that ethnic minorities could have an "identity problem"-for instance feeling
what has been called "bicultural limbo"- is partially due to the fact that visible minorities
may not feel equally accepted as a "Canadian." The immigrant youths, and second
generation Canadians, have stressed how responses to their visible difference have made
them feel like an "other"—a foreigner and not a Canadian.
The perpetuation of a feeling of "other" persists due to a lack of a broader vision
of what constitutes a Canadian person. Perhaps it should be stressed that since minority
individuals are often labeled as "hyphenated Canadians," than all groups should be
hyphenated Canadians-Anglo-Canadians, Euro-Canadians, as well as Indo-Canadians and
Chinese-Canadians etc. Presently only those who are not English or French, and
especially visible minorities, are referred to as hyphenated Canadians. This use of
language perpetuates the perception that there are "real Canadians" and others.
Moreover, multicultural education can assist in recognizing and legitimizing differences at
the same time as insuring that historical, sociological and geographical texts and other
literary representations illustrate that "Canadians" are of all racial/ethnic backgrounds.
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Cultural Affirmation.

As the discussions suggested, identity conflicts, low self-

concept etc. also arises due to lack of affirmation of various youths' culture. Cultural
affirmation arising from the dominant society, and from institutions such as schools, can
enable youths to continue to feel comfortable with their own background at the same time
as exploring accommodations to their new cultural context.
From a multicultural and reconstructionist standpoint which accentuates
empowerment, it is essential to integrate various cultural contributions into the curriculum
to not only promote the recognition of multiple perspectives, but to express respect and
affirmation of ethnic identity. Schools can play a significant part in promoting this cultural
affirmation, which can help prevent "ethnic encapsulation" and bicultural limbo. Cultural
inclusiveness in the curriculum, and respect for the individual identities of the youths is
essential.

Cultural integration and Acculturation

Studies on acculturation have suggested both possibilities of sources of
acculturative stress-inter-generational conflict, marginality etc. (e.g., Akoodie, 1984), and
positive developments of a bicultural" identity and adaptive responses of "accommodation
without assimilation" (e.g., Gibson, 1988).
The discussions in this study explored minority youths' experiences of adaptation,
identifying both the difficulties and challenges, and the potentials for growth and
successful accommodation of their cultural background and experiences. Common
experiences of cultural adaptation included: feelings of helplessness and hopelessness due
to lack of English language; perceived differences in social relationships and adaptations
to Canadian schooling. Some groups also mentioned forming certain interpretations and
perceptions of the nature of Canadian society.
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This project stressed the recent literature that questioned past assumptions that
cultural discontinuities and biculturalism need necessarily lead to cultural ambivalence and
conflict (Gibson, 1988; Trueba et al, 1990). The interviews, although not longitudinal, did
appear to support these recent perspectives and reaffirm the potential for cultural analysis
to assist in an accommodation that prevents dysfunctional conflict. Some of the youths'
critical questioning, and their acknowledgment of cultural differences, did seem to indicate
their potential to be reflective about cultural discontinuities; and this analysis appeared to
aid them in reconciling the cultural discontinuities and in coping with the challenges of
cultural adaptation.
The youths' tendency to identify differences between the Canadian social relations
and social atmosphere and that of their home country illustrated their growing cultural
awareness. Part of adapting to a new environment is becoming both more aware of the
cultural assumptions, behavior patterns, norms, values and expectations' of ones' own
culture, and that of the host country.

Implications for Schooling

Empowerment Through Cross-Cultural Analysis. Essentially, as Cummins has
suggested, minority groups can either be "disabled" or "empowered" by both school and
community experiences (Cummins, 1987). Teachers need to have sensitivity, insight, and
awareness of psycho cultural influences, to accommodate cultural differences in the
classroom. However, they can also empower youths to explore and reconcile cultural
discontinuities for themselves.
Empowerment can involve the affirmation of an ethnic groups' cultural identity
and the development of a consciousness of socio-political elements of oppression.
However, the development of cross-cultural awareness and understanding can also
contribute to empowerment The development of cultural understanding may diminish
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possibilities of cultural conflict, alienation and marginalization. Cross-cultural awareness
can prevent problems, such as alienation from family, as youths are better able to
understand and reconcile cultural conflicts they experience and thus gain a better chance
of developing bicultural identities and competencies. School classes and extra-curricular
activities can encourage reflection, dialogue and cross-cultural analysis to assist youths in
identifying and reconciling these cultural discontinuities. As Trueba et al. suggest, such a
process is related to the achievement of basic life competencies, academic success and
preservation of positive self esteem (1990, p. 137).
Immigrant students who attend school in Vancouver find themselves in a modem
post-industrial multiethnic Canadian society. Roberts and Clifton suggest that there are
three characteristics of this type of society manifesting three domains of pluralism. These
include: cultural, social-structural, and psychological. Complex modem societies include
comprehensive rationalized divisions of labor (social differentiation); accommodate a
wide diversified set of values and belief systems (world views); and socialize citizens to
display broad intellectual flexibility (cognitive complexity) (Roberts & Clifton, 1990)
The introduction posed the question as to whether there are some broad categories
of common cultural/behavioral characteristics the diverse immigrant groups shared which
distinguished them from the Anglo-Canadian cultural group. Despite the diversity in terms
of cultural, situational and structural variables of the individuals and groups, identification
of these factors could help educators and students who have limited time (or possibly
inclination) to be informed of possible experiences of different groups and to become
more attuned, sensitive and responsive to the immigrant students' experiences. Identifying
these features can assist those working with immigrant youths, such as teachers or youth
workers, to gain a greater insight into these students' experience of cultural adaptation to
nations such as Canada and the United States.
A greater awareness of the cultural discontinuities on the part of the teachers or
youth workers puts them in a better position to facilitate opportunities for these youths to
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gain insights into the cultural conflicts they may experience. The themes below reflect
some of the varying cultural characteristics that, even in the limited discussions, started to
be acknowledged by the youths.

Emphasis on Affiliation and Communal Relationships Rather Than
Individualistic. Certain cultures stress connection and affiliation to the nuclear and
extended family and emphasize a sense of loyalty and sacrifice for family and kin. Social
relations amongst neighbors and friends may also be more familial.
The significance of this value to the ethnic/cultural community has a few
implications: a) it may possibly arouse discomfort and/or conflicts for the youths as they
are exposed to the more individualistic orientation of urban Canadian society; b) this
value can influence how the immigrants perceive Anglo-Canadians and other
ethnic/cultural groups, and even influence how they select peers.
A number of the groups in the study alluded to the fact that in their ethnic/cultural
group the family, and social network, appeared to be more important to them than was the
case in the Anglo Canadian context. It seemed youths in some of the groups (for instance
Latin American, Indo-Canadian and Chinese) respected and felt positive about the
importance placed on family relations. The Vietnamese also talked about missing the
warmer and more familial, community type relationships amongst friends and neighbors in
South East Asia.
Adherence to this value also seemed to affect the youths' perception of Canadian
society. Some of the youths in the different groups seemed to perceive weak family ties
as a deficiency in Canadian culture. There were indications the students sometimes felt
members of the dominant society were excessively individualistic and possibly lacked
concern about family or community.
At the same time it was apparent, for instance with the Chinese, Latin American
and South Asian youths, that whilst respecting the strength of the family unit they did
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appear to question family expectations and to develop their own individual ideas. In some
senses they were becoming more assertive and comparing their rights as a teenager with
those of their Anglo-peers.

A Tendency to be More Prescriptive than Relativistic and Greater Emphasis
upon Hierarchy and Authority. Related to the values discussed above is the factor of
some cultural communities exhibiting more prescriptive attitudes regarding appropriate
beliefs, norms, values and behaviors for young people than is the case in many AngloCanadian contexts.
In the Canadian context, in school and among peers, these youths were put in
positions which exposed them to take initiatives and to make their own choices and
decisions-sometimes to a greater extent than they were accustomed to in the home
country. They were also exposed to less hierarchical relationships between youths and
adults (e.g., between teachers and students). Youths in all of the groups expressed
awareness that in certain contexts relationships between the adults and the youths in their
cultures were more hierarchical than in Canada.
The students were faced with reconciling the different adult/child communication
styles and accommodating both the new culture and parents more prescriptive attitudes.
Youths in a number of cases were challenging both the lack of dialogue they were able to
have with their families and the particular perspectives that their parents held. At the same
time as wishing to maintain the respect and connection to the families, youths such as the
Chinese and South Asians, were questioning the more authoritarian relationships between
adults and young people.
Although these differences can lead to inter-generational conflict, in the
discussions it became apparent that as the youths confronted parents there were
indications that, at least in some respects, some parents' perspectives were also evolving.
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Immigrant community social service groups are also recognizing the importance of
involving the parents in this process of cross-cultural analysis.
The students in the study also emphasized the apparent less rigid restrictions
placed upon the Anglo-Canadian youths (or others they considered ’'mainstream"). In
some cases, the girls especially, appeared to disapprove of the seemingly looser morals of
the Anglo-Canadians.

A Tendency Towards More Clearly Defined Gender Roles. A number of the
immigrant youths expressed how their cultures maintained more clearly defined gender
roles. Youths, such as the South Asians, spoke about greater restrictions placed upon
them than upon than upon their male siblings. Groups that maintained more traditional
gender relations could face conflict at school and from peers when there is pressure to
pursue "Canadian style" more liberal male/female relations.

A Greater Significance Placed Upon the Role of Religion. Religion seemed to
be an important part of the culture particularly for the Central American and South Asian
group. Religion was not identified as presenting conflict, though certain related cultural
norms-such as the caste system among the Punjabi Sikhs was questioned by the youths.
As the discussions and interviews conveyed, the development of cultural
awareness is a part of the process of cultural adaptation. Youths facing cultural transition
benefit from educational programs and activities that assist them in discerning the
discontinuities they are experiencing, and exploring the reconciliation of the disparate
values and behaviors which they are exposed. Activities such as literature and films with
cross-cultural perspectives, group discussions, reflective writing, social studies lessons etc.
can be used as part of educational and social programs to facilitate the cross-cultural
reflection and analysis which youths start to do for themselves.
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Providing Appropriate Schooling and Opportunity. Finally, multiculturalism
and social adaptation and integration can be considered from an ideological perspective
which embodies goals of cultural pluralism with a notion of empowerment This position
suggests successful adaptation is not primarily about the youths gaining the "cultural
capital" or "social skills" of the dominant culture. Rather from a more conflict
perspective, adaptation means that the youths learn what the norms and expectations of
the host countries are and that they identify the cultural discontinuities, but there is also
recognition of the existence of personal and institutional racism, and cultural hegemony.
Adaptation should not mean adaptation to racism. Accommodation should not be
a passive accommodation to institutional and personal discrimination. Rather, adaptation
involves students finding means to feel empowered, to tackle discrimination, and ideally to
work toward helping to reduce racism (not to suggest that the problem and solutions
associated with racism are minorities' responsibility).
Moreover, in a multicultural society it is the role of social institutions and their
staff, such as schools and school personnel, to become culturally attuned and to
accommodate the needs and differences (that are not incongruous to the democratic
values of human rights) of diverse groups of individuals. "Cultural difference" theories
must replace "cultural deficiency" theories-which perceive cultural differences as
problematic. Teachers can also acknowledge the various qualities of minority and
immigrant youths.
Exposure to two cultures can provide advantages of bilingualism and biculturalism.
The process of becoming bicultural can encourage reflection and facilitate the
development of empathy, social perspective taking, critical thinking and open mindedness.
Multicultural theorists have noted that these are essential dispositions and qualities for
living in a pluralistic society (e.g., Lynch, 1989). Furthermore, many immigrant youths
arrive with self determination, enthusiasm and commitment geared toward maximizing the
opportunities available to them. These qualities must be recognized and nurtured.
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In general it appeared that the youths in this study did arrive with ambitious goals
and positive attitudes towards education. However, interrupted education for some
refugee students, language barriers and challenges of cultural transition mean that support,
encouragement and flexible programming are needed to insure continued perseverance and
the prevention of disillusionment
As discussed in the section on acculturation, conversations about schooling
involved some structural and policy issues. English as a second language (ESL) students
from all groups shared a feeling that ESL was ghettoizing them as it had a low status in
the schools and separated them from English speaking students. A major part of the
students' concerns also revolved around the fact that ESL courses were not counted for
graduation credit and thus were inhibiting them from obtaining their goal of a high school
certificate before they reached the school leaving age of nineteen.
Measures that promote greater appreciation in the schools of the youths' languages
and the virtues of bilingualism could help to alleviate the low status students feel as
beginners in English. Conscious effort, in policy and practice, to integrate ESL students
into the mainstream life of the school in sports, social and extra-curricular, and where
possible academic studies, can help prevent ghettoization. Activities such as peer tutoring
or buddy systems etc., may provide opportunities for immigrant youths to interact with
other students and to be welcomed into the mainstream life of the school.
Moreover, providing optimum chance for youths to meet their graduation goals is
important. English language study should be pursued simultaneous to other knowledge,
skills and credentials for further education. This process would entail flexible
programming and could involve alternative and additional classes. The students in the
study indicated that if the opportunities were available, many of them would commit
themselves to extra time and study to accomplish their objectives of being able to graduate
from secondary school to pursue their further academic or vocational goals.
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Interqroup Relationships

This study did not include conversations with Euro-Canadians. The intention was
not to explore the dynamics of intergroup relations between majority and minority groups.
These dynamics are explored only in as much as the minority students in the study share
their perceptions of how they felt others responded to them. The study examined how
these youths experienced intergroup relations and the impact discrimination has upon
them. In addition, the study attempted to gamer what the different minority students’
attitudes were towards other groups.
The research in intergroup relations thus focused upon the more micro-level
concerns of minority youths' perceptions and experiences of intergroup relations in an
urban Canadian school. In this sense, rather than being a socio/political analysis of causes
of racial discrimination, the focus was more on providing an exploratory interpretive
perspective of inter-group relations. Yet, it is central to keep in mind that the individuals'
every day experiences of intergroup relations in the school are set within the larger socio¬
political and historical context of the society.
In addition, it is fundamental to recognize that acculturation to urban Canadian
society today is not only about adjustment to an Anglo or Francophone context. Rather, it
implies adaptation to a pluralistic community and ideology.6 The type of culturally diverse
society and schools the youths in the study entered into was new for many students. This
situation created new challenges, not only in terms of facing their situation as a minority
but in some cases implied becoming accustomed and adjusting to a society that professes
to nurture and celebrate diversity.
Like the other topics, intergroup relations was discussed in groups divided along
ethnic/cultural lines. This was the case not because of an essentialist and reductionist

6. Even when immigrants enter into a more homogeneous small town or rural community they are still
living within a culturally diverse nation and need to be amiable towards a cultural pluralist ideology.
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approach, but because the discussions were facilitated in this manner for comfort in home
language and greater likelihood of the youths being less inhibited in expressing and sharing
their feelings and experiences.
The groups’ discussions uncovered common experiences among the groups which
highlighted several points. Firstly, these visible minority youths still experience some
direct hostility towards them due to their membership in a particular racial ethnic group.
Secondly, they also spoke of discrimination affecting them in subtle ways, in feelings of
exclusion and in the lack of recognition of cultural differences. The threat of
discrimination appeared to always be with the students.
Thirdly, it was apparent that racism deeply hurt the individual. No matter the
resilience or indifference expressed, discrimination still appeared to affect the youths
deeply and to provoke such feelings as withdrawal into their own group, and/or anger and
resistance. The students seemed to appreciate the chance to share their experiences and
the feelings that racism ignited. Some youth who had taken initiative to act to alleviate the
discrimination, felt a sense of helplessness and a resignation that there is little they can do
to prevent racism.
As the students discussed their own perceptions of other groups, the conversations
also illustrated how members of a particular ethnic group can derive specific impressions,
and possibly negative stereotypes, of another group based upon their own anecdotal
experiences and limited exposure through texts and media.
The scope of this study does not include an in-depth theoretical analysis of types
and meanings of Racism. As a brief point of departure, however, racism may be looked at
in three ways:
i)

Racism as principle-an ideology and willful discrimination;

ii) Racism as practice-institutional and personal, may be willful but can also be
more unintentional though still insidious;
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iii) Racism as preference--not malicious, but involving various personal factors
which encourage groups to stay amongst themselves and thus inhibits social
interaction with other groups (less an issue of power);

Racism as Ideology is evident in actions such as slavery, apartheid, colonialism,
the development of Canadian head tax laws for the Chinese, and in attitudes underlying
the formation of the Asian Exclusion League in British Columbia in the early 1900's.

Racism as practice can be malicious, but also more subtle. It does not necessarily
derive from such overt racist ideology. For instance testing in schools that favor middle
class Anglo youths may discriminate against minorities, although these implications may
not have been intentional. Hiring practices that look for candidates with Canadian
experience and/or with personalities that are assertive can inadvertently exclude certain
groups. Hiring individuals who share the same values, behavior, beliefs etc., for a job or
selecting them for a team or activity and excluding others, may be more willful
discrimination. However, this action may not necessarily be based on a racist ideology
that the other is inferior, but rather be on account of the favoring of one group over
another (e.g., because of feeling of comfort in being in a homogeneous group).

Racism as preference can be considered a category reserved for cases where issues
of power are not involved. For instance, youths who choose to associate amongst their
own ethnic group because of shared interests, language and culture can be said to be
making choices based along racial/ethnic lines. Yet these choices do not necessarily have
to have malicious undertones of negative feelings towards the "other."
On the other hand, these preferences can lead to exclusion and lack of interaction
with other groups. In time, limited interaction with others can lead to uninformed
stereotypes that are developed from anecdotal incidents and unreliable sources such as
media. Moreover, insulation in ones' own group can promote "ethnic encapsulation" and
ethnocentrism. Furthermore, insulation inhibits the development of the qualities of
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reciprocity, open-mindedness, tolerance and inter-cultural understanding-essential for the
challenges of living in a culturally diverse democracy committed to human rights.

Implications for Schooling

It may be proposed that it is the latter two types of racism: "racism as practice"
and "racism as preference" are more prevalent in schools to day. Generally, the social
climate has moved away from a blatant racist ideology or "racism as principle." Rather, an
ideology of cultural pluralism is given official endorsement and ostensibly pursued.
Moreover, as the discussions have suggested, there have been some genuine efforts to
work towards values of equity and social justice for all ethnic groups. Though racism as
blatant ideology has been undermined, schools still have an important role in promoting
awareness of the deeply ingrained ideological racism and injuries and injustices of the past,
at the same time as making students aware of progressive strides.
"Racism as practice" still exists at the institutional and individual level. Its
presence was made apparent by the youths in the discussions and it should be addressed at
school. A recognition of "racism as preference" is important in terms of understanding
students’ intercultural interaction. The interviews illustrated the tendency for groups to
socialize with peers from the same, or similar, ethnic/cultural group. Observation in a
secondary school in Vancouver confirms these patterns. Though it is factors of choice, as
well as exclusion, that may account for these groupings, the reality of lack of interaction
can inhibit positive inter-group relations and provoke perpetuation of stereotypes.
The following are some final thoughts about addressing these "racisms" in the
schools.

Racism as Principle. As anti-racists and multicultural education theorists
suggest all youths should have access to an undistorted presentation of the hegemony and
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the oppression of racial/ethnic groups of the past (e.g.. Banks, 1986). An honest social
studies curricular can not avoid displaying these truths. These discussions can also help to
sensitize individuals towards gaining a greater commitment to further the cause of equality
and social justice today.

Racism as Practice. School should also expose how racism as practice has not
been eliminated. This factor implies identifying opportunities for teachers and students,
through dialogue and critical analysis, to examine socio/economic and political forces
which inhibit equal opportunities.
The multicultural perspective also advocates that teachers' and staff be aware and
attuned to structural forces, in schools and in the wider society, that willfully, or more
insidiously, perpetuate discrimination against minorities. A part of this awareness involves
the development in teachers of what Lynch calls "communicative sensitivity" (1989).
The perception of discrimination by teachers, which was conveyed by some of the
youths in the study, seemed to stem from various sources. Partially these feelings arose
from teachers’ actions that seemed to lack cultural sensitivity. The development of
"communicative sensitivity" for teachers may enhance cultural understanding and involves
a sensitivity to the particular students' learning style as well as their existing knowledge
base.
A "communicative sensitivity" also implies cultivation of a teachers' reflectiveness
about their own personal assumptions, and their developing awareness and sensitivity
toward the messages conveyed about different cultural groups in classroom language use
and text book biases, (Lynch, 1989, p. 111). Concepts of equity and respect for students
demand that teachers strive to build upon students’ particular cognitive strengths and
embrace a "cultural difference perspective."
Teachers can, in addition, facilitate the development of "communicative sensitivity"
with the different student groups. Opportunities to dispose of misconceptions about
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another cultural group should be facilitated. All types of categorizations of people"nerds," "who is cool "etc., stereotyping in general can be critically discussed.
Moreover, it is also essential that teachers take action to prevent racism occurring.
For instance, staff may develop a code of human rights for their classrooms, together with
students, wherein an atmosphere that does not tolerate racist and discriminatory acts
between students is promoted. Teachers should always respond to a racist incident with
sensitivity and seriousness. If the incident and social atmosphere of the classroom warrants
necessary, follow up activities that further address and raise awareness of racism should be
implemented.

Racism as Preference. Multicultural education should facilitate opportunities for
cross-cultural interactions in a culturally diverse classroom. Non-ethnocentricity,
tolerance, and open-mindedness can be enhanced through interactions of students in
structured cooperative cross-cultural learning situations. These activities can also
encourage the reduction of stereotypes and prevention of insulation in a particular
ethnic/cultural group. Students should have opportunities to share experiences and
perspectives. Close cross-cultural interactions, as Lynch suggests, focus upon the
development of "sensitive, humane, caring and interested" relationships in the classrooms
should enhance positive intergroup relations (1989a, p. 110).
As the interviews in this study show, new coming youths who arrive from more
homogenous contexts are often not accustomed to the type of culturally diverse situation
which they find themselves in North American. Though, there may be some elements of
resistance, for the most part these youths become aware of and appreciate the Canadian
ideology of cultural pluralism. An ideology of cultural pluralism can be encouraged
through activities that promote positive cross-cultural interactions, through films and other
activities related to multiculturalism that provide opportunities for dialogue about the
subject
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Cross-cultural conflicts and lack of inter-group interaction may be partially
attributed to misunderstandings of diverse cultural behaviors stemming from varying
cultural beliefs, values and perceptions (other factors may involve discrimination). For
instance, a person from a more group-oriented culture may feel that those with a more
individualistic perspective are overly concerned with their own needs and lacking co¬
operative values. Persons socialized in norms of individualism, may attribute a lack of
independent initiative to those people who emphasize the group, family or community
needs and norms. Sensitively involving groups of students in reflection about varying
cultural characteristics can contribute to both improved cross-cultural interaction and
more critical and reflective thinking and open mindedness.

Multicultural Education as Human Rights and Anti-Racism Action. Finally,
multiculturalism from a "transformative" or "reconstructionist" perspective, is concerned
with empowerment to confront racism and social injustices. The youths interviews
underscored the importance of enabling students to feel empowered to respond to
discrimination, to not feel helpless and not to revert to withdrawal or harmful anti-social
acts of resistance.
Structures should be in place to enable students to address their own personal
concerns within schools. Perhaps a starting point could be a support/action antidiscrimination student council where youths can report and share experiences in addition
to collaboratively problem solving to develop responses to racist incidents. Thus, teacher
discrimination, or problems with other students in a class, could be taken to the council.
Although still requiring some effort and assertiveness, a student may find it easier to visit
or even write a student council (which if possible should have representation of all cultural
groups) and present the grievance as a first step before, if necessary, staff become
involved. If the victim so wishes, the advocated response may enable the student to
remain anonymous, whilst still making the offender accountable. Banks asserts that
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multiculturalism as empowerment involves both giving students the opportunities for
academic success and the nurturing of dispositions and abilities to "influence social,
political and economic institutions ...and to gain a greater sense of social and political
efficacy (1989, p. 20).
Finally, a few comments regarding the implications of this research for the
participants. Doing research always raises the question of what the participants gain from
their involvement. Although this was not considered participatory or action research, it
was hoped that the study would benefit the students and youth leaders who willingly gave
of their time. I had hoped the discussion groups would be a meaningful experience and
possibly provoke further action.
Many implications of research such as this may be less tangible or long term.
There were, however, some indications at the termination of the project that the group
meetings had some impact. Firstly, it may be stated that the project was responded to
with enthusiastic co-operation from the youth leaders. Moreover, it is the youth leaders
responses and their follow up activities that provide some evidence of ramifications of the
research.
For instance, the club where the Latin American group interviews were conducted
summer youth program for Latin American youths. This community club also held a
similar program for Vietnamese students. The facilitators of the Latin American program,
who had participated in this research, decided to try to incorporate some multicultural
activities in an attempt to integrate the two groups. They initiated a workshop on
multiculturalism where the viewing of a video and questions and discussions similar to this
project occurred (in which I participated). In addition, the Latin American youth leader
informed the Vietnamese youth leader about this research project. This contact resulted in
the Vietnamese staff person inquiring whether I would be interested in working with the
Vietnamese youth-hence, the involvement of the Vietnamese group in this study. It
appeared that the Latin American facilitator felt that the dialogues were meaningful and
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helpful for the Latin American youths and felt that the Vietnamese students may also gain
from the activity.
There are also indications that there was an impact from the research with the
Chinese students. When I contacted the facilitator to request her response on the section
with the Chinese youth, she informed me about her recent projects. She had been
involved in planning and teaching in an English as a second language program for Chinese
students. During her participation in this research with me she had noted the lack of
interaction the Chinese students had with other groups and the implication of this isolation
in terms of their maintaining stereotypes of other groups.
In her recent English Language group, she expressed, she had recruited not only
Chinese students but Latin American and Vietnamese (these are the other groups that live
in the vicinity of where the classes are held). In addition, she explained how discussion
periods were becoming a part of her classes and that on the following Friday they were to
watch a video about immigrant adaptation and a school councilor was invited to help her
facilitate a discussion. It appears that her involvement in this research encouraged her
recent interest in these issues of multiculturalism.
Although I have not had the opportunity to follow up significantly with the South
Asian facilitator there is one observation that can be noted. Previous to the open ended
types of discussions that occurred with the South Asian group involved in this research,
the facilitators' sessions with the youths had been quite structured. The response of the
youths to the open discussions appeared to have encouraged the facilitator to continue to
use this format in future meetings.
It is not easy to assess the impact of this project upon the youths. For the most
part their apparent enthusiasm and interest made it seem as if the discussions were
meaningful to them. They appeared to appreciate a chance to come together to share
experiences, listen to each other, and to vent their feelings. It is hoped that, guided by the
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facilitators, identifying and discussing commmon experiences and concerns was educational and
encouraged them to be reflective and to engage further in cross-cultural analysis.
Though the groups met separately, they were all interested in what the other
groups had to say and requested to meet them. In a response, a multicultural potluck
dinner was arranged where the various groups got together for a social occasion.
Hopefully this activity was the start of a growing interest in bridging cultures.
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APPENDIX A

PROFILE OF PARTICIPATING GROUPS

Latin Americans

There were eight boys and eight girls that came to the meetings regularly. Almost
all the youth had been in Canada for less than three or four years--varying from three
months to average about a year and a half. Most of the youth came from Central
American countries-the majority from El Salvador but with a few from Guatemala,
Honduras and Costa Rica. There were also a couple of boys from Chile and Mexico--thus
I have used the term Latin Americans to be inclusive. Though some Central Americans in
Canada are from large urban areas, the majority of the youth in this study said they were
from smaller towns.
El Salvador, Nicaragua, Honduras and Costa Rica are small Central American
countries with an agriculturally based Third World economy. Salvadoreans, Guatemalans,
and to a lesser extent Nicaraguans, have been coming to Canada since the late seventies
due to the strife of civil war and/or right wing dictatorships with human rights abuses. In
the mid to late eighties Central Americans started to arrive to Vancouver in increasing
numbers. Although, since the recent Peace Agreement in El Salvador, Salvadoreans are
less frequently arriving or being accepted as Refugees.
The Central American youth, like the majority of the population in Central
American and Mexico, were a mixture of Spanish and Indian backgrounds (although there
is a significantly larger population with an Indian identity in countries such as Guatemala).
Though Central America is considered "Western," there can be significant social distance
between Anglo-Canadian culture and the cultures of those arriving as refugees.
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The Central Americans have a shorter history in Vancouver than groups such as
the Chinese or some South Asian groups; thus, there is not such an extensive immigrant
community. There are, however, other significant Latin American groups-such as a
number of Chileans who came in the seventies, as well as a scattering of Latin Americans
from other parts. In recent years, there has been a growth of organizations in the Latin
American community resulting in various support services. These include some youth
programs, special counseling services and socio/cultural events.
Arriving as refugees these students are vulnerable to the specific issues and
consequences of their situation: insecurity of status, financial difficulties, possible posttraumatic stress syndrome, and other stresses arising from forced exile rather than planned
migration. However, the youth club leader felt that for the most part the youths in this
group were not from the "at risk" group. A couple of the youth had come to Canada
alone or with a sibling; these youths seemed to have more problems. The majority,
however, were with at least one parent. The facilitator explained that some of the families
were struggling economically and emotionally in Canada, but most were adjusting
"satisfactorily." She felt that they would have come from and/or be considered in Canada
from the middle to lower socio-economic class.

Chinese

There were in total seven girls and four boys in the Chinese group. The boys
however, were not so regular in attendance. In one of the groups only one boy was
present. All the students were from Hong Kong accept for a girl from the Canton area of
mainland China, and a boy from Macaw. The Chinese from Hong Kong have, especially
since the eighties, become a very large immigrant group in Vancouver. Many of them
have started setting up a Canadian residence out of fear of the Chinese take over in 1997.
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Immigrants from Hong Kong have recently arrived in greatest numbers as small
business investors and/or professionals. Some also enter as sponsored family members.
Recent immigrants tend to be middle and upper middle class. Though the youth in this
study lived in the area of town with lower cost housing, they still indicated that their
families were in business.
Vancouver has an established Chinese Canadian community with a long history.
There is already a significant "institutional completeness"-ethnic organizations-amongst
the established Chinese community, and amongst the more established Hong Kong
immigrants who have organized to help support the resettlement of new immigrants.
There is a large China town and numerous business, social services and recreational
activities geared towards the Chinese community.
The Hong Kong immigrants are "visible minorities" in Canada. The Chinese have
been subject to varying degrees of discrimination through out their experiences in Canada
(see section on intergroup relations). Since the late eighties the Chinese, particularly new
Hong Kong immigrants, have been facing an intensified period of hostility (partly on
account of the fact that many have arrived from an entrepreneur group and thus are
perceived to present "Canadians" with professional competition and economic liability—
i.c., cause house prices to increase).1 Although a significant number of Hong Kong
immigrants are entering in the higher socio/economic class, there are migrants from all
classes.
Though Hong Kong students are from an urban industrial area there are still
significant differences between their values and cultural practices and those of the
dominant Anglo-culture. The particular dynamics between the Hong Kong immigrants
and second and third generation Chinese Canadians were also of interest to this group.

1. In fact migration from eastern Canada, has caused a larger impact on the housing market.
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South Asians

Meeting with a South Asian group was a little harder than with the other groups.
The families often do not encourage their children to use the neighborhood houses,
community centers and youth groups. Especially for the Punjabi Sikhs-the largest group
in the community-the families have tended to encourage the children to learn the Sikh
ways and particularly for the girls, they tend to worry about promiscuity, drugs and the
liberal individualism that they perceive among Canadian youth. Being family oriented
there are few organized groups for these youth. The girls are generally more protected
than the boys. The group I was able to meet with was a group of girls within a Secondary
school.
The group consisted of between nine to twelve girls of South Asian background.
There were two or three Punjabi Sikhs bom in Canada, two or three Punjabi Sikhs born in
the Punjab, India, three Punjabi Sikhs who had immigrated from East Africa, and two to
three Gujarati girls from Fiji (depending on attendance).
There is a long history of Punjabi settlement in Vancouver dating to the early
nineteen hundreds when they arrived to work in logging or agriculture. The vast majority
of immigrant Punjabis have been Sikhs. Through the independent category and the family
unification program, various Punjabis have continued arriving in Canada. A number of
newcomers are from semi-urban backgrounds with less exposure to the industrial (and
more westernized) centers of India. Though South Asians have been exposed to the
legacy of Colonial Britain, the cultures still have a significant amount of social distance
from Anglo-Canadian culture.
Given the long history of South Asians in the area, there is substantial "institutional
completeness" and support systems. There is a "little India" in Vancouver where Indian
businesses thrive and a number of residents live. There is a strong community life around
the Sikh temple.
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Fijians of South Asian background have arrived in Vancouver since the sixties, but
during the mid to the late eighties there was a new wave due to the racial tensions in Fiji.
The Indo-Fijian culture, either from rural or urban Fiji, though influenced by British
Colonial culture, also has significant social distance from the Anglo-Canadian society.
Fijian Asians may be either Muslim or Hindu and come from a number of ethnic/cultural
groups. The two Fijian girls were Gujarati (one spoke of being Muslim, it was not clear
the religion of the others).
Although there is a small more established Fijian Indian community, many of the
Indo-Canadian organizations and community groups are dominated by Punjabis. Though
the Fijian Asians share a South Asian origin, (of both Hindu and Muslim backgrounds)
their separate histories give them a cultural and social background and identity distinct
from other South Asian groups. In Vancouver as a whole, though Fijian Indians may
interact with other South Asians they also tend to form their own social and recreational
groups. It did appear, though, that in the schools the South Asian girls mixed with one
another.
South Asian immigrants moved from East Africa to Canada in the seventies,
during a time of political hostility towards them from Uganda. Others came, from the
seventies onwards, from countries such as Tanzania because of perceived economic,
social and political disadvantages. The majority of this group comprised of Gujaratis
(including Ismaili and other Muslims, Hindus and Sikhs), there were also some Punjabis
and Goans. The girls from Africa in this group identified themselves as Punjabi-Sikhs.
South Asians are "visible minorities" and have had a history of both institutional
and public discrimination. In Vancouver, (especially in the mid seventies), they have
faced significant discrimination and hostility (Buchignani et al. 1985).
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Vietnamese

There were ten Vietnamese youth, three girls and seven boys, who participated in
the study. All but one were from South Vietnam. They had all spent time in refugee
camps in South East Asia or Hong Kong before arriving in Canada. Most of the youth did
not come to Canada with their nuclear family. Rather, they came with a sibling or other
relative and generally had another sibling or more distant relative to meet in Canada. The
majority had been separated from their parents.
Vietnam had suffered from over one hundred and twenty years of war. With the
fall of South Vietnam to the North there was an exodus of refugees. Some refugees
started arriving in Canada in the late seventies, whilst some are still arriving today. The
youth in this study had been in Canada between one and five years.
People working in social service organizations stress that a number of the
Vietnamese immigrant youth are in the "at risk" category. Absence from family, drama
from their experiences of escaping , life in refugee camps and lack of support and guidance
from family in Canada, supposedly account for the youths' vulnerability (Lee & Cheong,.
1992). However, it is important to avoid generalizations, and to recognize the economic
and educational success of some Vietnamese (e.g.,., Caplan et al., 1992).
As there is a relatively small Vietnamese community, new immigrants do not have
as much availability of community support, services or cultural events that other groups
like the Chinese and South Asians. As "visible minorities" they also suffer from
discrimination. Recent negative media attention to what has been called "Asian Youth
Gangs" have precipitated negative images and stereotypes for this group.
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APPENDIX B

DISCUSSION THEMES AND GUIDE

Ethnic Identity

1. How would you label and describe your ethnic/cultural identity? (Provide choices)
2. How did you think of yourself when you lived in-?.
3. How do you feel other people identify you (at school, in the streets etc.)? Do you
think they would identify you the same way as you identify yourself ?
4. What particular groups in Canada do you identify and mix with (e.g., other Central
Americans, Latin Americans in general, other immigrants experiencing being new to
Canada, Canadians in general? (Adapt categories to suit each group.).

Cultural Awareness. Adaptation. Acculturation and Integration

1. What do you understand by the word culture?
2. Describe the culture of your ethnic/cultural group as if you were telling somebody who
knew nothing about it (discussions may include beliefs, values, customs, behaviors and
activities.)
3. You must have gone through many changes as you adapt to life in Canada—leaming a
new language, getting accustomed to new ways of behavior in the Canadian culture,
getting used to new types of social interactions. Please share some of the experiences
of adapting to life in Canada.
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4. What are some ways relationships in your culture may be different than those of
English Canadians? For example, you may discuss interactions:
i)

between parents and children and other family members

ii) between friends
iii) relationships between males and females
iv) between teachers and students.
5. What are the biggest differences you find in mixing with people in Canada than in your
culture?
6. Although you are no longer living in_being_and having grown up
in_you bring much of your culture with you. What parts of your experience
today in Canada do you feel are influenced by your culture?
7. What values and beliefs do you think are influenced by your cultural/ethnic
background?
8. Have your ideas about the roles for males or females and/or the way they behave to
each other changed? What are your feelings about this?

Interaenerational

1. How do your parent(s) (or your family guardian) feel about YOU becoming Canadian?
For instance, in what ways do they wish you to change and adjust to Canada. Are
there some ways they do not want you to become like "English Canadians?"
2. What parts of your culture do your parents' encourage you to keep, examples. Are
there certain beliefs, ideas and values from your culture they want you to keep?
3. Are there any areas that you feel you are in disagreement or conflict with parents,
guardians?
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Adjustment to School Issues

1. What do you like about school in Canada?
2. Apart from language difficulties, what else about school might you feel uncomfortable
about or you not like in school in Canada?
3. If you could change things about the school what is it you would change?
4. Generally how do you feel about school in Canada?

Assimilation or Integration

1. People use the word "assimilate" to suggest that one gives up their culture from where
they came from and adopts the new culture. The term "integrate" is also used meaning
that although you have to adapt to Canada, i.e. learn the language etc., you can still
keep your culture to become "bicultural"-- which means someone who is part of two
cultures. Do you think that in Canada you have to assimilate, or you can be bicultural?
What are your feelings about being bicultural?
2. Do you think it is a positive thing to encourage people to keep their culture?
3. Is it important to you to preserve your cultural background? Why is it important?.

Future Expectations

1. What are your expectations for your future since you came to Vancouver, i.e.,
a) Your thoughts about your education (how will you do? how far will you go?).
b) Thoughts about the kinds of jobs you think you will work in.
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2. What are your greatest hopes for the future? (further education, jobs, family, social
life).
3. What might worry you about reaching your future plans?

Interaroup Relationshlps/Dlscrimlnation

Friendships

1. From which ethnic/cultural group(s) are most of your friends?
2. Why do you think you have friends from this group(s)? For instance, what do you
share in common with these friends?
3. Do you have friends from your ethnic/cultural group who have been in Canada for
many years or who are second or third generation? What kind of relationship do you
have with this group?
4. From which other ethnic/cultural groups do you have friends that you would go to
their house or do social activities together?
5. Do you feel excluded from certain groups at school? Who do you feel excluded from?
Why do you think you are excluded?
6. Would you like to mix more with students from other ethnic/cultural groups?

Prejudice and Discrimination

1. Do you ever feel you are discriminated against because of your ethnic cultural group
by other students? In which situations have you felt discriminated against? (Give
examples).

302

2. Although all your teachers will be different, do you feel some teachers have particular
perceptions or stereotypes about your ethnic/cultural group?
3. Do you feel that all ethnic/cultural groups are treated equally in the school? Please
explain.

Multiculturalism
1. You may have heard the word "Multiculturalism" used a lot in school and in Canadian
society. What do you think the term multiculturalism means? What does it mean for
Canada as a society?
2. How do you feel Canadian society supports multiculturalism?
3. What do you think multiculturalism in Canada means for you as an individual?
4. What do you think of the ideas of multiculturalism?
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Participant Background

1- AgeGrade level—
ESL, Transitional, Regular ProgramWhen you came to Canada2. Parents or guardians occupation.
in Canada

in -

MotherFather—
Guardian3. Did you come to Canada with your family, if not, with whom did you come?
4. Did you live anywhere in between leaving-and coming to Vancouver?
5. Do you and your family intend to stay in Canada?
6. How would you rate your progress in school in Canada?
(very good, good, okay, not very good)
7. How would you rate your general feelings of satisfaction with being in Canada,
(very good, good, okay, not very good)
8. How would you rate your families general feelings of satisfaction with being in
Canada, (very good, good, okay, not very good).
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APPENDIX C

LETTER OF CONSENT

Dear student and Guardians:

My name is Dawn Gordon. I have worked in education for a number of years in
secondary school social studies and ESL and in the area of ethnic/cultural relations.
Presently I am involved with a study about multiculturalism and immigrant students'
experiences which I am inviting you to participate in. I am doing this study as part of a
doctoral program in multicultural education. However, I am trying to develop the project
in such a way that it will also be a worthwhile experience for you the participants as well
as being useful to the community.
The reason for this project is that as Canada and our schools become more and
more culturally diverse it is essential that people who work with a multicultural population
better understand the experiences and perspectives of different ethnic/cultural groups so
that:
a) professionals like teachers can be sensitive to the needs of different
ethnic/cultural groups.
b) programs can be developed that will promote successful adjustment and
opportunities in society for New Canadians.
c) we can better understand intergroup relations and develop programs and
measures to promote positive ethnic/cultural relations.
d) generally institutions like schools can respond to the needs of the different
ethnic/cultural communities.
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In agreeing to participate I am asking you to share your thoughts, ideas and
experiences about being an immigrant of—background in Vancouver. We will have about
three meetings held at a time convenient to the students.

During the first meeting I will introduce the project and we will get to know each
other. In the next two meetings you will participate in a group discussion. In the group
you would participate in there would be between four and ten other-students. The
discussions will be facilitated by a—educational assistant and will take place in—.
Generally we would discuss your experiences of being—etc., in Canada; for instance:
a) feelings of cultural/ethnic identit; b) adjusting to life and school in Canada and being a
part of both Canadian and-culture; c) experiences mixing with English Canadians and
groups from other cultures; d) feelings about school; and, e) your ideas and
understanding of multiculturalism.
You may also be asked about your recommendations of what is helpful forstudents integrating into schools in Vancouver, and generally your ideas for promoting
positive ethnic/cultural relations.
With your consent we would both audio and video tape the group conversations. I
will also use the discussions in this project for a dissertation and later for other written
work that may be used for publications to reach a larger audience of educators. Nowhere
in the written work will you put your name, and your name will not be used on the
dissertation or on any other document The discussion will be looked at and or listened to
by the group facilitator and myself.
It is possible the short excerpts of the videotaping could be shown to educators.
You may request that all or part of your presence be erased from the video.
You will not receive any payment for your participation. However, hopefully it
will be a fun activity and the chance to share ideas and feelings with other— students and
to contribute to a project that seeks to assist in promoting cross-cultural understanding
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will be a positive and enjoyable experience. Refreshments will be provided. If you agree
to participate you are free to withdraw at any time.

If you would like to agree to participating in the project please sign below.

Please sign below and return

I have read the letter, and I would like to participate in the project and I agree to
the audio and videotaping of the group conversations. I realize that I will not receive any
money or school credit for my involvement I understand my name will not be used in any
document and I have the option to be erased from the video if it is going to be shown
outside the group.
Student signature: _

I have read the letter, and I agree to my child participating in the project and I
agree to the audio and videotaping of the group conversations. I realize he/she will not
receive any money or school credit for the project. I understand her/his name will not
appear in any document and have the option to be erased from the video if it is going to be
shown outside the group.
Parent or Guardian signature: _

Thank you for your co-operation, I look forward to your participation. If you
have any questions do not hesitate to contact me.1

1.Letters were attapted to the specific groups-Latin Americna, Chinese, Vietnamese and SOuth Asian.
Translations were made available when neccessary.
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